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CHAPTER I
INTEODXTION
Rationale.— It is generally agreed that if atnddntsare to acquire
the understandings necessary for effective participation in group living
they should have an opportunity to Beet again and again important social
and economic concepts and generalisations so that through progressive study
and reflectionf these become a part of their equipment, to be Interpreted
1
and applied in their dally living.
The social studies, because of the Inherent nature of the materials
vith which they deal, must play a major role in any program designed to
help youth assume their places as mature and effective members in a
democratic society. The complexity of oxir Ideals which is a part of the
conten^rary social order is illustrated in the quotation by "The
modem mind has produced a horde of subtle ideas, far outnumbering the
2
woxxis which have been built up to express them.”
From one point of view the most important contribution that social
studies Instmctlon can make to civic competence lies not in the Brea, of
socially useful Information, but in the area of concepts and ideas and
understandings•
The maintenance of democracy in America depends on the ability of
citizens to tinderstand political and economic problems and to think and act
1
National Society for the Study of Education, The Scientific Movement
in Education. Thirty-Sixth Yearbook, Part II (Bloomington, Illinois,
1938), p. 165.
2




Intelligentlj In social situations*
Words are of utmost significance in human relationships. The more highly
civilized the society, the greater the need for and reliance upon words*
They are the vehicles of communication, the Identification labels of
Intelllgenee. An Indivldued can succeed reasonably well without knowing
some particular information, he is separated, isolated, and handicapped
unless he knows the vocabulary of his associates. A vocabulary commensurate
1
with the coiqplexlty of one's social environment is a necessity*
Filled as the period has been with changes and certain as it is that
the years ahead will have more, it becomes necessary that students should
be eqiiipped to become real leaders in the gradual, peaceful, progressive
Improvement of the best elements in society* This is clearly one of the
fields in which a minimum of research has been undertaken, but in spite of
the difficulties, much attention should be given*
The writer is concerned with the level of attainment of concepts,
generalizations and skills in the social studies*
Since the world is changing so fast that solutions to many human problems
are not applicable long enough to be transmitted from one generation to the
next, the teacher must fulfill her function b7 imparting to students the
means of finding the answers in whatever kind of world they find themselves*
She must equip young citizens with the skills and techniques for meeting
pzx>blems as they appear amid destressed knowledge and attitudes. These are
still recognized as important and essential, but the natiire and tempo of
the age necessitate giving increased emphasis to the development of skills.
1
Edgar B* Wesley, Teaching The Social Studies (Boston, 1950), p. 570*
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especially the skills needed for democratic citizenship.
Statement of the Problem.— The problem involved in this study was to
determine the level of proficiency of the high school students of the
Voodland High School, Woodland, Georgia in the area of the social studies.
Definition of Terms.—■ The terms that are pertinent to this study are
defined as followst
1. Level of ProfieienOv as used in this study refers to the level of
accomplishment the students have made as measured by the instru¬
ments used.
2. Concents refers to the generalized and inclusive range in the meaning
1
of a word.
3. Generalizations as used in this study refers to an inclusive statement
of relationship, trend of tendency based on detail facts, which fit
2
the general category.
4* Skills refers to those abilities which enable a student to locate
3
amd utilize expeditiously materials and ideas in social studies.
5. Social Studies refers to that field of materials dealing with human
4
relationships which are used for instructional purposes.
Sub-lects.— The subjects used in this study Included all the students
in the high school department Of the Voodland High School, Voodland,
Georgia.
1








Materials.— The Instroments used to gather the data for this study are
listed belovt
1. The Cooperatlye Test •> 1 Test of General Proficiency In the Field
of Social Studies
2. Test of General Educational Development • Interpretation of Reading
Materials In the Social Studies
Place and Period of the Study.— This study was conducted at the Woodland
High School diirlng the second semester of the 1934-55 school term and on
the Atlanta University campus.
Collecting the Data.— The tests were administered to the high school
students with the assistance of three of the high school teachers.
Purposes of the Study.- The purposes of this study were as followst
1. To determine the level of proficiency of the high school students
of Woodland High School as measured by the Cooperative Test of
General Proficiency in the Field of Social Studies.
2. To determine the level of proficiency in Social Studies of the
ninth, tenth, eleventh and twelfth grades on the Test of General
Proficiency in the Field of Social Studies.
3. To determine the level of proficiency in the Social Studies of
the ninth, tenth, eleventh and twelfth grades as measured by the
Test of General Educational Development.
4. To determine the difference, if any, in the level of proficiency
of the ninth grade with the level of proficiency of the tenth,
eleventh and twelfth grades on the instruments used.
Method of Research.— The Descriptive-Survey method of research was used
a.*
employing the testing technique.
5
Procedure of the Study.— The data for this study were gathered,
analyzed and presented in the following steps t
!• The literature z^lated to this study was reviewed.
2. The tests were administered to the students.
3. The data were assembled into appropriate tables for interpretation.
4* The data were treated with the essential statistical measures.
5. The findings were summarized, conclusions drawn and recommendations
made and presented in the final copy of the thesis.
Value of the Study.— This study should be of value for the reasons that
foUowt
1. This study should reveal an overall picture of the level of attain¬
ment of concepts, generalizations and skills in the social studies
of the high school students.
2. It will aid teachers Of the social studies in the selection of
content and methods for the local program of Instruction.
Related Literature.— Literature related to this study has been analyzed
and interpreted under the following categoxdest
1. Concepts in social studies
2. Generalizations in social stiidies
3. Skills in social studies
I. Concepts in Social Studies - Many investigators have concerned
themselves with children's concepts. G. Stanley Hall in his study, "The
1
Content of Children's Minds" showed that children habitually used words
1
G. Stanley Hall, Some Aspects of Child Life and Education (Chicago,
1927), pp. 1-52. As cited in John Michaelis, Social Studies For Children
in a Democracy (New York, 1950).
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which had little or no meaning for them*
1
Sari Barnes Investigated specific terms in history and found that child¬
ren understood poorly all the terms in history which touched their own
experience directly.
2
Scott and Myers suggested, as a result of their investigation, that
children's errors expressed language difficults in which "the Vhole Modus
Operandl of thought is involved,* and that much of school learning is only
word manipulation*
3
Chambers went a step farther and classified the causes of children
misapprehensions of terms, such causes, as slmularitles in souhd or form*
4
Ayers showed that the progress of many children in studying history
was blocked by their lack of comprehension of abstract thoughts and woirds^
as well as by literary embellishments and involved sentences*
5
Imi)ortance of meaning vocabulary is further shown by Barr* He developed
a definitions test to measure knowledge of the 120 words most frequently
occurlng in historical materials. Bair found very poor mastery of these
frequently used words. It varied from 33 per cent in Grade VIII to about 83
1
H* E* Barnes, Studies in Education. II (California, 1927), 60*
2
Flora Scott and Gary C* Ifyers, "Children £ii^>ty and Erroneous Concep¬
tion of the Commonplace," Journal of Educational Research. VII (May, 1933),
324-34.
3
Will G* Chambers, "How Words Get Meaning," Journal of Psychology.
XI (1923), 30-50*
4
Aeelaide M, Ayers, Some Difficults in Elementary School History.
Bureau of Publications, Teachers College (Coliuobla University, 1926).
5
A* S* Barr, "History and Word Meaning," Second Yearbook of the National
Society For Social Studies (Washington, D, C., 1932).
7
per cent at the college level. Barr concluded that the language ueed in
history is not meaningful to a large proportion of the pupils who read it.
1
Mary Margaret Odum ¥oss atteB9)ted to determine the social studies con¬
cepts essential to the understanding of the social studies unit of work as
taught in the fourth grade in Fort Worth, Texas. And to discover to what
extent these concepts are contained in reading materials made available
to the child for the understanding of the units. She concluded that the
course of study presented too many concepts and attempted to cover too broad
a field for fourth grade understanding and that the basic reading materials
contained an Insufficient number of essential concepts.
Jerslld has pointed out a major error in social studies instruction
2
is to overlook the problem of readiness.
The emphasis on the social studies sometimes seems primarily
to consist in passing on to fledging children social and economic
problems which adults themselves have difficulty in fonmilatlng,
let alone solving. Such instruction shoxild be more meaningful if
the teacher could meet the children on their grotmd and develop
and illustrate concepts in terms of experience with which the
children are familiar.
3
Maucker attempted to measure the effectiveness of Instruction in Iowa
class "£* high schools by administering tests of understanding of society
and basic social concepts to some 3»000 pupils. He found as have other
investigators, gradual growth in understanding from grade to grade, with
1
Mary Margaret Odum Voss, A Study of Concents Essential for Mastery
of Fourth Grade Social Studies. Bureau of Publications (Coloradip. 1936).
p. 125.
2
Arthur T. Jerslld, Child Psychology (New York, 1940), pp. 356-57.
3
J. W. Maucker, Measurement and Evaluation of Modem High School Students
Ifaderstanding of Modem Society. Bureau of Publications (Iowa. 1940).
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tremendous overlapping between poor, fair, and good levels of understanding
Indicated that only 15*9 per cent of twelfth-grade pupils had a "high
degree of understanding" of the Ideas and concepts measured by the test
and that the program of Instruction "falls utterly to attain reasonably
acceptable results with at least one third of the students graduated from
these schools•* Maucker concludes that teachers tend to assume a degree
of understanding that many students do not have and that Instruction
zesting on such an Insecure fotmdatlon had resulted In memorization, verba¬
lization, memorizing facts In isolation, and the forming of vague and
erroneous conceptions of social agencies and processes,
1
Hyman Meltzer tested the concepts of children In succeeding grades,
beginning with the fifth to determine both their specificity and their
completeness. He found that growth was steady throughout the grades but that
zilsapprehension and vagueness were common.
Time concepts play an Important part in the imderstanding of social studies
materials. Educational literature has recognized that the pupil's sense of
time is weak, but that improvement occur with age. Instruction in social
studies has not aided greatly in the development of time concepts, but if
teachers would recognize the basic importance of these concepts ai»i make a
definite effort to promote their development, there is no reason why sound
teaching should not result In substantial improvement.
2
To aid In furnishing information on time concepts, Friedman, made a
1
Hyman Meltzer, Children's Social Concents. Teachers College (Columbia
University), as cited in Need Billings, clt.. p. 10.
2
Kopple C. Friedman, "The Growth of Time Concepts," Social Education.
VIII (January, 1944), 29-30.
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of the variety, extent, and importance of time concepts in the life of the
average person, both child and adult. This problem was subdivided into
the following phasest
1. The growth and extent of the language of time; that is the words,
phrases, and dates hy which man describes time.
2. The growth and extent of the historical perspective of the indivi-
dtial, involving his ability to visualise chronological relationships and
to place familiar events in a general pattern of time.
3. The growth and extent of the spatial sense of time, or of the
capacity to grasp the ideas of intervals elapsing between events.
He concluded that the average intelligence quotient for the pupils in
all grades fell within the generally average accepted limits of normal
intelligence. The occupations of the parents and adults fell in the middle
group of the Mlimesota Occupation Scale.
Ifter considering such investigations one is Inclined to agree with John
1
Dewey that vague meanings are "the source from which flow most bad intellec¬
tual consequences." To determine whether or not children possess clear cut
and vivid concepts of meanings connected with words becomes therefore a
problem of vital concern to the teacher.
The main practical suggestion that emerges from the study of the develop¬
ment of children’s concepts, as far as social issues are concerned is that
concepts should be presented as realistically as possible from the point of
view of the details of everyday life.
1
John Dewey, How We Think (New fork, 1933), p. 18.
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1
Murphy made an Investigation to determine the role of the concepts
a reader brings to the reading situation. He found that the concepts of
good readers are more efficiently organized, possess a significantly higher
degree of clarity, and are more accurate than those of poor readers. Thus
these previous concepts provide a framework for good Interpretation, ^diich
in turn can contribute to new learning.
The dominant idea presented in the literature related to concepts seems
to point out that children are exposed to a good deal of abstract terms
which they do not understand and which are not presented in a manner to
promote effective understanding.
II. Generalizations in Social Studies - There is an exceedingly small
amount of research work which has been done in the field of generalizations.
One of the most Important forms of thought process is that of drawing
and using generalizations. To determine how well the children understand
the thought process and the relationship involved in using generalizations
in the solution of problems is an essential task for the teacher of social
studies.
2
Edmlston dealt with a problem of which was concerned with "the
generalising ability which requires analysis and organization." He concluded
that the generalizing ability was no more dependent upon Intelligence, as
measured by group intelligence tests, than other features of education»
Neal Billings maintains, for example, thati
1
Paul G. Murphy, "The Role of the Concept in Reading Ability,"
Elementary English Review. X (April, 1933), 86-89*
2
R. W. Edmiston, "Testing Generalizing Ability," Peabody Journal of
Education (1933), pp. 286-91.
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Training in generalizations Is an important part of training
in thought. One of the most Important forms of the thought process
is that of drawing and using generalizations, and of using those
statemehts of relationships in the solution of problems.^
Thinking will go forward best as children know what they are trying to
do. Evaluation of how well chidren understand the meanings and relation¬
ships Involved is an essential task for the teacher. Brownell warns.
Neglect of imderstandlngs and meanings, the material with
which one thinks may well result in complete stultification of
thinking or, worse, in an overconfidence in judgments and deci¬
sions reached in absence of relevant data.2
To find out what generalizations were basic to the social studies Neal
3
Billings determined by an extensive investigation of the writings of
"frontier thinkers," the generalizations basic to the social studies. From
an analysis of a list of authentic books in the field of social studies he
compiled a list of 888 generalizations considered useful in understanding
modem social life. They were classified under seventy-nine headings,
examples of which are location of Industry, economic inter-dependence,
political democracy and many others.
He derived 125 major themes from his investigation and proposed them as
Ksummarizlng strands around which can be woven the data of the social studies."
The data explain the themes, the themes give meaning to the data.
In a recent study designed to select geographic generalizations basic
1
Neal Billings, A Determination of Generalizations Basic to the Social
Studies (Baltimore, 1929)» p. 26.
2
William A. Brownell, "Problem Solving," The Psychology of Learning.
Fortyfirst Yearbook of the National Society For the Stiidy of Education,
Part II (Bloomington, Ill., 1942), 432.
3
Neal Billings, op. cit., p. 15.
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1
to understanding world history, Junge employed a somewhat dlffez^nt tech¬
nique from Billings and added to it an attempt to determine the leam-ablllty
of a number of books in physical, political, social, and economic geography
resulting in a list of 33 generalizations. Fifteen prominent geographers
rated these generalizations according to a four point scale of essentiality
and desirability* Eighty of the generalizations were considered essential
or desirable by at least 75 per cent of the geographers. Submission of
geography teachers for an estimate of leam-ablllty eliminated only six items.
The remaining generalizations were incorporated into a. selected world history
course by placing two units at the beginning of the course and interspersing
generalizations throughout the history units at what were considered appro¬
priate places.
Ill* Skills in Social Studies»<r- Skills in social studies play an Important
part in the literature of the social studies. One of the most raluable con¬
tributions the teacher can make to the education of youth is the development
of a wide range of skills that will be of value to them as they enter into
adtilt citizenship.
2
Outside the area of information Wilson found skill abilities to be
inadequately developed, a condition due more probably to lack of instruction.
The fundamental place of skills in the school program is well stated in
the Fremevork for Public Education of the state of California which statesi
Ve are store and more concerned with facility in living
democratically. This involves the processes of group planning,
1
Ruby M. Junge, "The Selection of Geographic Generalizations for a
World History and Geography Course in the Secondary School," Bureau of
Publications (Iowa, 1946).
2
H. E. Wilson, Education for Citizenship (New York, 1933), p. 60.
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deciding and acting. We are equally Insistent that participants
In the democratic process have a common understanding of the
nature of the world community. The skills that are necessary
for the Individual and the group to arrive at appropriate demo¬
cratic behavior In specific situations are basic to the purposes
of education*^
The ability to think critically Is considered a necessary and desirable
2
skill for citizens of this country. Hilda Taba makes the assumption that
It Is possible for most people to Increase their skills In critical thinking
and to use these skills In solving problems which emerge In social situations.
If critical thinking and Its use In problem solving Is to help In the
developing of a democratic society both Its process and outcomes must be
measured by a system of values which represent prizes, and participation and
permit the continuous examination of Ideas and beliefs In the light of new
evidence.
Is critical thinking In social situations a unique process and different
from thinking In other subjects? The Utearature In the field seems to hold
that thinking Is thinking. The search for meanings goes on In many fields
and In many aspects of life. In his careful analysis of this situation Dewey
sayst
Thinking Is not a separate mental process; It Is an affair
of the way In which the vastmultitude of objects that aro observed
and suggested are employed, the way they run together and are made
to run together, the way they are handled. Consequently, any subject,
topic, question Is Intellectual not per se but because of the part
It Is to play In directing thought In the life of any particular person.^
1
Margaret Branson, "Oral Communication and ^h5 Social Studies," Cali¬
fornia Journal of Education. XZVI (March, 1951)» 16.
2
Hilda Tabe, "The Evaluation of Critical Thinkins," Thirteenth Yearbook
of the National Council for the Social Studies (Washington, D.C., 1942), 123.
3
John Dewey, pij., p. 23.
u
1
with reference to skills Moffatt states that the aeqxilsltlon of skills
necessary for Intelligent citizenship should be a significant objective
of the social studies program. The social studies provide a pirovlng ground
for the development of these skills because of the variety of activities
In which the pupils may engage.
Growth In skills cannot be taken for granted; desire to learn Is
necessary for Improvement. Mlchaells commenting on skills had this to says
Learning Is Improved when children gxnsp the relationships
between materials and activities they are using and the purposes
they are attempting to achieve. It Is not enough to use a variety
of materials In the social studies. 1 basic step In problem solving
Is to consider activities and materials needed to achieve purposes.
Thus such skills as outlining, letter writing, reading and Inter¬
viewing, or such materials as filmstrips, charts, maps and globes
should be considered In light of purposes set by the group.<
1
Maurice P. Moffatt, Social Studies Instruction (New York, 1950), p. 132.
2
John Mi^ehaells, Social Studies for Children In a Democracy (New York,
1950), p. 78.
CHAPTER II
PEESENTATION, ANALYSIS AND INTERPRETATION OF DATA
Introductory Statements—> The purpose of this chapter is to present,
analyze and interpret the data necessary for the formulation of conclusions
with respect to the purposes of the study, which veret
1. To determine the level of proficiency of the high school students
of Woodland High School as measured by the Cooperative Test of
General Proficiency in the Field of Social Studies*
2* To determine the level of proficiency in social studies of the ninth,
tenth, eleventh and twelfth grades on the Test of General Proficiency
in the Field of Social Studies*
3* To determine the level of proficiency in the social studies of the
ninth, tenth, eleventh and twelfth grades as measured by the Test
of General Educational Development*
4* To determine the difference, if any, in the level of proficiency of
the ninth grade with the level of proficiency of the tenth, eleventh
and twelfth grades on the Instruments used*
The interpretation of these data have been made possible through the use




The *05 level of confidence was used in the test of significance*
PerfomiBnfift nf Seventy-six Subjects on the Test of General Proficiency
in the Field of Social Studies.-" The data regarding the performance of the
15
16
seTent7-slx subjects are shown in Table 1. The seventj-six subjects enrolled
in grades nine through twelve were given the Test of General ProficienC7 in
the Field of Social Studies. The mean for the group was 50.6 and the standard
deviation was 4*9. The standard deviation of 4*9 indicates that about two-
thirds of the subjects scored between 45.7 and 55.5. The highest score was 61
and the lowest score was 41. The mean is equivalent to the thirt7-second
percentile for the twelfth grade; the fiftieth percentile for the eleventh
grade; the sixt7-8eventh percentile for the tenth grade and the eight7-second
percentile for the ninth grade.
TABLE 1
FREQUENCY DISTRIBUTION OF SCORES ON THE TEST OF GENERAL
PEDFICIENCI IN THE FIELD OP SOCIAL STUDIES FOR














Performance of Twenty-four Ninth Grade Subjects on the Test of General
Proficiency in the Field of Social Studies.— The data regarding the twent7-
four subjects are shown in Table 2. The mean for the ninth grade group
17
TABLE 2
FEEQUENCI DISTRIBUTION OF SCORES ON THE TEST OF GENERAL PRDFii-
CIENCI IN THE FIELD OF SOCIAL STUDIES AND PERCENTILE















was 4S«8 and the standard deviation vas 5«2* The standard deviation of 5*2
indicates that about tvo-thlrds of the subjects scored between 43*6 and 54«0«
The highest score vas 59 and the lowest was 41* The mean vas found at the
seventy-fourth percentile for the ninth grade.
Performance of Seventeen Tenth Grade Subjects on the Test of General
Proficiency in the Field of Social Studies.— The data regarding the seventeen
tenth grade subjects are shown in Table 3. The mean for the tenth grade
TABLE 3
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FREQUENCY DISTRIBUTION OF SCORES ON THE TEST OF GENERAL
PROFICIENCY IN THE FIELD OF SOCIAL STUDIES AND PER-















group vas 49*6 and the standard deviation vas 4»9* ^he standard deviation
of 4*9 resulting from the data permitted the conclusion that about two-thirds
of the group scored between 44*7 and 54*5 • The highest score was 61 and the
lowest was 41* The mean was found at the sixty-second percentile for the
tenth grade*
Performance of Twenty Eleventh Grade Subjects on the Test of General
Proficiency in the Field of Social Studies.— The data regarding the twenty
19
subjects in the eleventh grade are shovm in Table 4* The mean for the group
vas 50.6 and the standard deviation was 4*^* The standard deviation of 4*8
as a result of the data for this group permitted the conclusion that
approximately two-thirds of the subjects scored between 45*8 and 55 •4*
TABLE 4
FREQUENCY DISTRIBUTION OF SCORES ON THE TEST OF GENERAL
PROFICIENCY IN THE FIEII) OF SOCIAL STUDIES AND PER¬

















The highest score was 60 and the lowest was 41* The level of performance
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for the eleventh grade was at the fiftieth percentile.
Performance of Fifteen Twelfth Grade Subjects on the Test of General
Proficiency in the Field of Social Studies.— The data regarding the
fufteen twelfth grade subjects are shown in Table 5. The mean for the
twelfth grade was 52.2 and the standcurd deviation was 4*7. The standard
TABLE %
FEEQUENCY DISTRIBUTION OF SCORES ON THE TEST OF GENERAL
PEDFICUKCY IN THE FIEID OF SOCIAL STUDIES AND















deviation of 4.7 Justifies the conclusion that about two-thirds of the group
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scored between 47«5 end 56«9> The highest score was 61 and the lowest
score was 42. The percentile rank for the twelfth grade was 41.
Performance of Seventy-six Subjects on the Interpretation of Reading
Materials in the Social Studies.-— The data regarding the seventy-six subjects
are shown in Table 6. The mean for the seventy-six subjects was 36.0 and
TABLE 6
FREQUENCY DISTRIBUTION OF SCORES ON THE INTERPRETATION OF
READING MATERIALS IN THE SOCIAL STUDIES AND PEffiENTILE












30-31 6 5- 6
28-29 1 4- 4
26-27 5 0- 0
24-25 3 0- 0
Total 76
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the standard deviation was 5*9« About two-thirds of the group scored
between 30.1 and 41*9* The highest scox^ was 50 and the lowest was 25*
The percentile rank for the high school was 16 for the southern region*
Performance of Twenty-four Ninth Grade Subjects on the Interpretation
of Reading Materials in the Social Studies.— The data regarding the twenty-
four ninth grade subjects are shown in Table 7* The mean for the group
TABLE 7
FKEQUENCY DISTRIBUTION OF SCORES ON THE INTERPRETATION OF READING
MATERIALS IN THE SOCIAL STUDIES AND THE PERCENTILE EQUIVA¬










30-31 2 5- 6
28-29 0 4- 4
26-27 3 0- 0
24-25 2 0- 0
Total 24
was 33*5 and the standard deviation was 5*2. A standard deviation of 5*2
resulting from the data indicates that approximately two-thirds of the group
scored between 23*3 and 33*7* The highest score was 44 and the lowest score
was 24* The pex*centile rank was 10*
Performance of Seventeen Tenth Grade Subjects on the Interpretation of
Reading Materials in Social Studies.— The data regarding the seventeen
23
tenth grade subjects are shovn in Table d. The mean for the tenth grade
was 36*8 and the standazd deviation vas 5»5» Approximately two>thirds of
the group scored between 31*3 and 42*3• The highest score vas 45 and the
lowest score vas 26. The average performance for this group was located
at the sixteenth percentile.
TABLE 8
FREQUENCY DISTRIBUTION OF SCORES ON THE INTERPRETATION OF
READING MATERIALS IN THE SOCIAL STUDIES AND THE PER-












30-31 2 5- 6
28-29 1 4— 4
26-27 1 0- 0
Total 17
Performance of Twenty Eleventh Grade Subjects on the Interpretation of
Reading Materials in the Social Studies.— The data regarding the twenty
eleventh grade subjects are shown in Table 9. The mean for the eleventh
grade was 38.2 and the standard deviation was 6.3. About two-thirds of the
group scored between 31.9 and 44.5* The highest score was 46 and the lowest




FEEQUENCY DISTRIBUTION OF SCORES ON THE INTERPRETATION OF
READING MATERIALS IN THE SOCIAL STUDIES AND THE PER¬












30-31 il 5- 6
28-29 0 4— 4
26-27 0 0- 0
24-25 1 0- 0
Total 20
Performance of Fifteen Twelfth Grade Subjects on the Interpretation of
Reading Materials In the Social Studies.— The data regarding the fifteen
twelfth grade subjects ©re shown In Table 10, The mean for the fifteen
twelfth grade subjects was 37and the standard deviation was 5.4. About
25
tvo-thlrds of the group scored between 32*1 and 42«9< The highest score
was 51 and the lowest score was 26. The percentile equivalent was 19 In
the southern region.
TABLE 10
FEBQUiNCY DISTRIBUTION OF SCORES ON THE INTERPRETATION
OF READING MATERIALS IN THE SOCIAL STUDIES AND
THE PERCENTILE EQUIVALENT OF















30-31 1 5- 6
28-29 0 4- 4
26-27 1 0— 0
Total 15
26
Data Concemlng the Differences Between the Level of Performance on
on the Test of General Proficiency In the Field of Social Studies Between
the Ninth tind Tenth Grade Groups*-— The data regarding the differences
between the level of performance of the ninth grade group and the tenth
grade group are shown in Table 11. The mean obtained for the ninth grade
group was 48.8 and 49.6 for the tenth grade. The difference between
the meems was .8. The "t" value was *48 and was not significant at the *05
level of confidence.
TABLE 11
SUMMARY OF DATA CONCERNING THE DIFFERHJCES IN THE LEVEL OF PERFORMANCE
ON THE TEST OF GENERAL PEDFICIINCY IN THE FIELD OF SOCIAL STUDIES
BETVnSEN THE NINTH GRADE SUBJECTS AND THE TENTH, ELEVENTH AND
TWELFTH GRADES

















12 15 52.2 4.7
*
Not significant at the .05 level of confidence
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Data Concerning the Differences Between the Level of Performance on
the Test of General Proficiency In the Field of Social Studies Between the
Ninth Grade and the Eleventh Grade.— The data regarding the differences
in the level of performance in the ninth and eleventh grade are shown in
Table 11. The mean obtained for the ninth grade was 48»8 and 50«6 for the
eleventh grade. The difference between the means was 1*8 and the "t" value
was 1»16. It was not significant at the .05 level of confidence.
Data Concerning the Differences Between the Level of Performance on the
Test of General Proficiency in the Field of Social Studies Between the Ninth
Grade and the Twelfth Grade.-— The data concerning the differences in the
level of perfozmance in the ninth and twelfth grade are shown in Table 11.
The mean obtained 1:^ the ninth grade group was 4S.8 and 52.2 for the
twelfth grade group. The difference between the means was 3.4. The "t"
value was 2.02 and was not significant at the .03 level of confidence.
Data Concerning the Differences Between the Level of Performance on the
Interpretation of Reading Materials in the Social Studies Between the Ninth
and Tenth Grades.— The data Kgardlng the difference in the level of
performance of the ninth and tenth grades are shown in Table 12. The mean
for the ninth grade was 33.5 and 36.8 for the tenth grade. The difference
between the means was 3.3. The "t" value was 1.96 and was not significant
at the .05 level of confidence.
Data Concerning the Differences Between the Level of Performance on the
Interpretation of Reading Materials in the Social Studies Between the Ninth
and Eleventh Grade.— The data regaining the difference between the level
of performance of the ninth and eleventh grades are shown in Table 12. The
mean for the ninth grade was 33.5 and 38.2 for the eleventh grade. The
23
difference between the means was 4*7. The "t" value was 2*11 and was
significant at the .03 level of confidence.
TABLE 12
SUMMABI OF DATA CONCERNING THE DIFFERENCES IN THE LEVEL OF PERFORMANCE
ON THE INTERPRETATION OF READING MATERIALS IN THE SXIAL STUDIES
BETWEEN THE NINTH GRADE SUBJECTS AND THE TENTH, ELEVENTH AND
TWELFTH GRADES
Grades Number Mean Standard
Deviation
M2«^2 at**
9 24 33.5 5.2
and 3.3 1.96
10 17 36.8 5.5
9 24 33.5 5.2
and 4.7 2.11^
11 20 38.2 6.3
9 24 33.5 5.2
and
4.2 2.44'
12 15 37.7 5.4
* .
Significant at the .05 level of confidence
Data Concerning the Differences Between the Level of Performance on the
Interpretation of Reading Materials in the Social Studies Between the Ninth
Grade and Twelfth Grade.— The data regarding the difference between the
level of performance of the ninth and twelfth grades are shown in Table 12.
The mean for the ninth grade was 33.5 and 37.7 for the twelfth grade group.
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The difference between the means was 4*2• The "t” value was 2.44 it
was significant at the *05 level of confidence.
CHAPTER III
SUMMARY, CONCLUSIONS, IMPLICATIONS AND RECOMMENDATIONS
Introductory StatementThe purpose of this chapter is to present
the summary, conclusions, inclinations and recommendations for this itudy*
RationaleIt is generally agreed that if students are to acquire
the understandings necessary for effective participation in group living
they should have an opportunity to come in contact with concepts, genera¬
lizations and skills that can be applied in their daily living.
Since it is the responsibility of the teacher to help equip youth for
leadership there should be some way of knowing how well the students are
grasping the materials they are presented. The writer is concerned with
the extent to which the studoits of the Woodland High School are grasping
the concepts, generalizations and skills they are taught.
Statement of the Problem.— The problem involved in this study was to
determine the level of proficiency of the high school students of the
Woodland High School, Woodland, Georgia in the area of the social studies.
Definition of Terms.— The terms that are pertinent to this study are
defined as followst
1. Level of Proficiency as used in this study refers to the level of
accomplishment the students have made as measured b7 the Instruments
used.
2. Concepts refers to the generalized and inclusive range in the meaning
1
of a word.
3. Generalizations as used in this study refers to an inclusive statement
Bdg€ir B. Wesley, Teaching the Social Studies (Boston, 1950), p. 570.
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of relationship, which fit the general category.
4* Skills refers to those abilities which enables a student to locate
2
and utilize expeditiously materials and Ideas ln>social studies*
5. Social Studies infers to that field of materials dealing with human
3
relationships which are used for Instructional purposes.
Materials.-— The Instruments used to gather the data are listed belowt
1. The Cooperative Tests •> A Test of General Proficiency In the Field
of Social Studies
2. Test of General Educational Development - Interpretation of Reading
Materials In the Social Studies
Place and Period of Study.-— This study was conducted at the Woodland
High School during the second semester of the 1954->55 school term and at
Atlanta university during the 1953 summer session.
Purposes of the Study.— The purposes of this study were as follows}
1. To determine the level of proficiency of the high school students
of Woodland High School as measured by the Cooperative Test of
General Proficiency In the Field of Social Studies.
2. To determine the level of proficiency In social studies of the ninth,
tenth, eleventh and twelfth grades on the Test of General Proficiency
In the Field of Social Studies*
3. To determine the level of proficiency In the social studies of the
1
Edgar B. Wesley, op. clt.. 576*
2
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ninth, tenth, eleventh and twelfth grades as measxired by the
Test of General Educational Development.
4. To determine the difference, if any, in the level of proficiency
of the ninth grade with the level of proficiency of the tenth,
eleventh and twelfth grades on the Instruments used.
Method of Research.— The Descriptive Survey method of research was used
employing the testing technique in this study.
Procedural Steps.— The data for this study were gathered and presented
in the following stepsi
1. The literature related to this study was reviewed.
2. The tests were administered to the students.
3. The data were assembled into appropriate tables for interpretation.
4. The data were treated with the essenticd statistical measures.
5. The findings were summarized, conclusions drawn and recommendations
made in the thesis.
Summary of Related Literature.— The literature related to this study
was summarized xmder the following categorics»
1. Concepts in Social Studies
2. Generalizations in Social Studies
3. Skills in Social Studies
I. Concepts in Social Studies - It is pointed out in the literature
that children at all levels possess many misconceptions and mistinderstandlngs
in the social studies. Children in the lower grades possess many concepts.
Growth of concepts was found to be steady throughout the grades but
misapprehension and vageness were found to be common.
U. Generalizations in Social Struiies - Some of the authorities in the
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social studies agree that there is a lack of ability on the part of the
student to comprehend the materials in the social studies. This lack of
not being able to compzehend the materials in the social studies has been
attributed to the way the generalizations should be drawn and used in the
solution of problems that arise dally.
III. Skills in Social Studies - The lead presented in the literature
related to skills indicates that skills are learned better when closely
related to meaning and learning is inqjroTed when children grasp the rela¬
tionships between materials and activities they are using. Skill ability
has been f6md to be inadequately developed, a condition which has been
attributed to lack of instruction.
SiiTtimary of the Findings.— The analysis of the data revealed the
following findingst
1. The Findings Resulting from the Analysis of the Data on the Test
of General Proficiency in the Field of Social Studies.
The mean for the seventy-six subjects enrolled in the high
school was 50.6 and the standard deviation was 4.9. The mean
of 50.6 was found at the eighty-second percentile for ninth grade,
at the sixth-seventh percentile for the tenth grade, the flftlech
percentile for eleventh grade and the thirty-second percentile for
the twelfth grade.
The mean for the ninth grade was 48*3 and the standard deviation
was 5*2. The mean was found at the seventy-fourth percentile for
the ninth grade.
The mean for the tenth grade was 49.6 and the standard deviation
was 4»9. The mean was found at the sixty-second percentile for
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the tenth grade.
The mean for the eleventh grade was 50.6 and the standard devia¬
tion vas 4«d. The mean was foiind at the fiftieth percentile for
the eleventh grade.
The mean for the twelfth grade vas 52.2 and the standard devla-
was 4«7. The mean was found at the forty-first percentile.
2. The Findings Resulting from the Interpretation of Reading Materials
in the Social Studies. All the percentiles for this test are based
upon the percentiles for the twelfth grade.
The mean for the seventy-six subjects vas 36.0 and the standard
deviation vas 5*9* The mean for the total group was foTind at the
sixteenth percentile.
The mean for the ninth grade vas 33.5 and the standard deviation
vas 5 •2. The percentile eqviivalent vas 10.
The mean for the tenth grade vas 36.8 and the standard deviation
vas 5*6. The percentile equivalent vas 14.
The mean for the eleventh grade vas 38.3 and the standard devia¬
tion vas 5*9. The mean vas at the twenty-second percentile.
The mean for the twelfth grade vas 37.7 and the standard devia¬
tion vas 5•4* The mean vas at the nineteenth percentile for the
twelfth grade.
3* Comparative Data on the Test of General Proficiency in the Field
of Social Studies. None of the computed differences vas found to
significant at the *05 level of confidence.
The mean for the ninth grade vas 46.8 and 49.6 for the tenth
grade. The difference between the means vas .8. The "t" value
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was .48•
The mean for the ninth grade vaa 48*8 and 50.6 for the eleventh
grade. The difference between the means was 1.8, The "t* value
was 1.16.
The mean for the ninth grade was 43*8 and 52.2 for the twelfth
grade. The difference between the means was 3.4 and the "t" value
was 2.02.
4. Comparative Data Resulting from the Interpretation of Reading Materials
in the Social Studies.
The mean for the ninth grade was 33.5 and 36.8 for the tenth
grade. The difference between means was 3.3 and the "t" value
was 1.96, which was not sigxilfleant.
The mean for the ninth grade was 33.5 and 33.2 for the eleventh
grade. The difference between the means was 4.7* The "t” value
was 2.11, which was significant at the .05 level of confidence*
The mean for the ninth grade was 33*5 and 37*7 for the twelfth
grade. The difference between the means was 4*2 and the ”t" value
was 2*44> which was significant at the .05 level of confidence.
Conclusions.— The analysis and interpretation of the data seem to
warrant the following conclusions t
1. The students of the Woodland High School, as a total group, were
at or above the median of the standardising group for the ninth,
tenth and eleventh grades on the Test of General Proficiency in the
Field of Social Studies which was used to measure concepts, genera¬
lizations and skills. The group as a whole was below the median
for the twelfth grade in concepts, generalizations and skills.
36
2. The ninth, tenth, and eleventh grades were at or above the
median for their respective standardizing groups. The twelfth
grade was below the median of its standardizing group in the
possession of concepts, generalizations and skills. These groups
tended to perform at a lower level as thej moved up the educational
ladder from ninth to the twelfth grade.
3* The perfonoance of the students on the Interpretation of Reading
Haterlals was low (sixteenth percentile) whem compared with the
performance of the twelfth grade students who constituted the
standardizing norms. This group tended to increase in performance
from the ninth to the eleventh grade} there was a decline in per>>
foxmahce on the part of the twelfth grade when compared with the
eleventh grade.
4. In concepts, generalizations and skills, there was no significant
difference in performance of the ninth, tenth, eleventh and twelfth
grades. It therefore can ce concluded that the four groups were
taken from the same population and are able to do equally as well
in concepts, generalizations and skills if they were placed in the
same group for instructional purposes.
There was no significant difference in the level of performance
of the ninth and tenth grades on tiie Interpretation of Reading
Materials in the Social Studies;
There was a significant difference between the ninth and eleventh
grades. The ninth grade would encounter some difficulty in function*
ing as members of a group composed of eleventh and twelfth grade
pupils, but no difficulty with tenth grade students.
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ImplicationsThe analysis and interpretation of the data seem to
Justify the following Implicatlonst
1. The data seem to Justify the Implication that there is a need to
evaluate the social studies curriculum of the Woodland High School
in order to guarantee that pupils will have challenging and
meaningful learning experiences at all levels*
2, It is farther implied that the twelfth gx^e students do not make
progress beyond that attained by the eleventh grade.
Recommendations«•— The following recommendations seem to be Justified
from the analysis of the datat
1. It is recommended that more stress be placed on generalisations and
skills in the teaching of the social studies, particularly in the
upper grades of the high school*
2* It is also recommended that farther testing be carried on in this
and other areas of the social studies*
3* Further, more emphasis should be placed upon improving the instruc¬
tional program related to the teaching of reading, particularly in
the area of interpretation*
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DATA SHOiriNG RAW SCORES MADE ON PART I, CONCEPTS, OF THE TEST
OF GENERAL PROFICIENCY IN THE FIELD OF SOCIAL
STUDIES LISTED BY GRADES
Ninth Tenth Eleventh Twelfth
17 17 16 18
16 15 26 Ut
12 9 lit 13
16 lit 12 23
16 lit 15 16
lit 22 15 18
lU 10 18 10
15 16 16 lU
19 17 13 13
17 10 7 15
18 18 17 lit
10 15 18 17
21 15 16 20
7 15 12 19













DATA SHOWING RAW SCORES MADE ON PART II OF THE TEST OF
GENERAL PROFICIENCY IN THE FIELD OF SOCIAL STUDIES
LISTED BY GRADES
Ninth Tenth Eleventh Twelfth
10 12 9 10
11 11 10 12
10 12 6 12
lU k 6 16
12 11 8 10
n 17 10 8
0 9 12 13
k 3 12 8
17 k 6 11
6 9 9 lit
8 12 8 10
8 10 10 15
$ 12 11 13
10 k 13 18












DATA SHORING THE TOTAL RAW SCORES HADE ON THE TEST
OF GENERAL PROFICIENCY IN THE FIELD OF SOCIAL
STUDIES LISTED BY GRADES
Ninth Tenth Eleventh Twelfth
27 29 29 28
27 26 37 26
22 21 26 25
30 18 20 39
28 22 26 26
25 39 25 26
lU 19 31 23
19 19 27 22
35 21 23 2U
17 19 15 27
23 30 26 25
25 27 2U 19
16 27 32 30
16 25 30 38
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GENERAL INFORMATION
The Cooperative Test Division of Educational Testing
Service is a non-profit organization which was established
to promote the effective use of tests in educational in¬
stitutions. Its primary function is to construct and to
distribute professionally sound tests of scholastic aptitude
and achievement which meet common educational meas¬
urement and guidance needs. To insure the effective
use of its tests, the Cooperative Test Division also
develops materials and provides services to aid the test
user in his application of its offerings.
THE COOPERATIVE TESTS
The tests, materials, and services available to test
users are described in the current catalog of Cooperative
Tests. However, a few general characteristics of the
tests and services offered may be described here in order
to aid the examiner in understanding the use of these
tests.
Construction. The tests themselves have been con¬
structed by a trained staff with the direct cooperation of
teachers and subject-matter experts. Some of the dis¬
tinctive features of these offerings may be illustrated by
the construction and experimentation steps which are
followed in the development of Cooperative Tests. The
following outline of procedures will indicate the care
which is exercised to insure the validity and reliability
of each test form:
a. Preliminary planning and selection of content
Analyses of curricula, textbooks, research studies,
etc.
Formulation of objectives and determination of
general plan
Preparation of detailed outlines based upon sur¬
vey of materials
Submission of outlines to authorities for criti¬
cism
Revision of test outlines in accordance with
suggestions of critics
b. Preparation and editing of test items
Writing of items by test editors and cooperating
experts
Submission of items to authorities for criticism
Revision of items in view of suggestions received
Preparation of experimental forms of test
c. Administration of experimental forms to a repre¬
sentative sampling of students to obtain item
difficulty and validity indices and to detect items
which may be weak or ambiguous
d. Preparation of final form
Selection and revision of items for tentative final
form
Obtaining from experts in subject matter fields,
test technicians, etc., suggestions and criticisms
of the tentative final form
Revision and final editing of the test, based on the
criticisms and suggestions receivede.Administration of final form of test with earlier
forms for equating and determination of Scaled
Scores and percentile norms.
Comparability. There are several equivalent forms
available for most subject-matter tests, making possible
a record of achievement of individual students or classes
over a period of time. Scores on different forms of a
test are comparable because of the system of Scaled
Scores which was developed for the Cooperative Tests
and which provides a common scale for many of the tests.
The raw scores may be converted to Scaled Scores by
means of tables printed on the fan key or answer sheet.
To a limited degree, these Scaled Scores also provide
general comparability among tests in different subjects.
THE TEST MATERIALS
Test Booklets. Each student must be provided with a
copy of the test booklet containing the test questions.
Most of the booklets are designed to be used either with
or without special answer sheets. If the student records
his answers directly in the booklet, the booklet may be
used only once, but if separate answer sheets are used,
test booldets may be re-used as often as desired.
Answer Sheets. Most of the Cooperative Tests can
be given with separate answer sheets. When answer
sheets are used, each student must be supplied with one
designed for the particular test he is taking. The answer
sheets may be scored either by hand or by machine. In
general, the use of separate answer sheets facilitates
scoring.
If the examination period is not long enough to allow
ample time for making the necessary explanations, it is
desirable to explain the use of the answer sheets at some
time prior to the examination period. Sample answer
sheets are available for practice purposes.
Special Pencils. The marking of the answer sheet
requires a soft pencil with which a clear black line can
be quickly made. When the answer sheets are to be
scored by machine, it is important to use very soft pencils
of good quality, which will make a smooth, glossy black
line. These special electrographic pencils may be ob¬
tained from the Cooperative Test Division.
Scoring Materials. The scoring materials needed will
depjend upon how the tests are administered. If student
responses are recorded in the test booklet, a fan key is
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used for hand“Scoring. If responses are recorded on
answer sheets, a scoring stencil is used for either hand- or
machine-scoring.
Directions. A manual giving directions for adminis¬
tering and scoring the Cooperative Tests is supplied with
each package of tests. A few of the tests require special
manuals, but the directions in this general manual may
be used for the majority of the tests. Specific directions
for each test are given in the test booklets.
Interpretative Data. One of the most useful features
of the Cooperative Tests is the provision of tables of
percentile ranks, based on large numbers of students, for
almost all of the tests. The Scaled Scores previously
mentioned are also aids in the interpretation of test
results. Further discussion of the percentile rank tables
and the Scaled Scores, with suggestions for their uses in
interpreting test results, will be found in the last section
of this manual.
ADVISORY. SERVICES
Teachers and administrators are invited to consult the
Evaluation and Advisory Service of the Educational Test¬
ing Service concerning their testing problems. The staff
is glad to assist in the choice of suitable tests, whether
for testing a single class, for testing an entire department,
for a scholarship program, or for a large survey or state¬
wide testing program. Questions concerning the inter¬
pretation and use of the test results are also welcomed.
DIRECTIONS FOR ADMINISTERING THE COOPERATIVE TESTS
GENERAL DIRECTIONS FOR ADMINISTERING
The cover page or the first inside page of each Coopera¬
tive test contains the essential information needed in
administering the test, but there are certain general rules
that should always be followed, as well as special direc¬
tions for certain tests and for particular conditions of
administration. The examiner should study the direc¬
tions in this manual, and then follow exactly the pro¬
cedure described in the appropriate set of instructions
below.
The Examiner’s Preparation. In addition to his study
of this manual, the examiner should thoroughly familiar¬
ize himself with all parts of each test that he is to ad¬
minister. Perhaps the best way for him to do this is by
taking each test himself in a bona fide manner. By
doing so, he can anticipate many of the questions that
examinees will ask, and he can also foresee problems of
organization and prepare for them.
When a large group is to be tested, proctors are needed
to help administer the tests. There should be one
proctor for every thirty examinees. The proctors should
understand in advance exactly what they are to do in
order that the booklets may be quickly distributed and
collected without confusion.
The examiner should see that the used and unused
booklets are carefully counted, classified, and labeled at
the end of the examination.
Announcing the Examination. The preliminary an¬
nouncement of the examination should name the place,
day, and hour at which it will be given. Allow from 5 to
10 minutes for seating and preliminary arrangements in
the examination room. The time allowances printed on
the booklets are for actual work on the test questions, ex¬
clusive of time taken for preliminaries. Examinees
should be told to bring two well-sharpened No. 2 (or B)
pencils with good erasers unless tests are to be machine-
scored, in which case examiner will provide special
mechanical pencils. The use of fountain pens or ink in
any form should be specifically forbidden. Examiners
should have a supply of pencils on hand and should
provide scratch paper for all mathematics and science
tests.
Directions in the Examination Room. The seating
order in the examination room should be carefully ar¬
ranged in advance. In taking objective examinations it
is comparatively easy for students to observe the answers
of their neighbors and to be influenced or disturbed by
such observations. The students should always be
seated as far apart as possible, never closer than in alternate
seats. If it seems necessary, the disturbing character of
such observation may be explained to the students.
Directions for taking the tests are printed on the test
booklets. The examiner must see that the examinees
understand the essential points in the directions before
they begin work on the test. This can be done by allow¬
ing sufficient time at the beginning of the examination for
the students to read the directions carefully, by em¬
phasizing points that seem to need emphasis, and by
answering any legitimate questions that may be asked.
In testing large groups, the carrying power of the exam¬
iner’s voice is an important factor in avoiding confusion
and in creating good morale.
Fidelity to Printed Directions. In answering questions
and in orally emphasizing the directions, it is essential
that the examiner stay within the meaning and, so far as
possible, use the vocabulary of the directions printed on the
test booklet. Any deviation from these directions may
destroy the comparability and impair the meaning of the
test results. The directions concerning guessing are
especially susceptible to distortion; questions by exam¬
inees on this point should invariably be answered by
reading the directions verbatim.
Order and Discipline in the Test Situation. Once a
test is under way, the chief function of the examiner and
proctors is to keep everyone seriously at work all the
time, without producing an atmosphere of nervous
tension. Disturbances are to be avoided at all cost. It
is just as bad for the examiner to disturb the group in
enforcing order as it is for the examinee to create a
disturbance.
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DIRECTIONS FOR ADMINISTERING WHEN ANSWERS ARE RECORDED IN BOOKLETS
Standard Procedure for Administering Tests
Not Divided into Parts
1. When all are seated, the examiner should say:
“We shall now pass out the test booklets. Do
not open them to the test now. As soon as you
get the booklet, fill in your name and the other
items of information called for on the cover
page. Print your name. When you have fin¬
ished filling in the blanks, read carefully the
directions on the cover (or first inside) page;
then wait for further directions. Do not open
the booklet to the test itself until I tell you to
do so.”
2. Allow sufficient time for filling in the spaces and
reading the directions. When each student has done
this, the examiner may orally emphasize any points that
need emphasis and say:
“Are there any questions? No questions may
be asked after the examination begins.”
3. Answer all legitimate questions, and then say:
“When I say ‘Begin,’ turn to the first page of
questions, read the directions at the top of the
page, and start work. Work as fast as you can
wiffiout making mistakes. Ask no questions.
Read the directions again if you do not under¬
stand. You are not expected to answer all the
questions in the time limit. Begin.”
4. Note the exact time when you say “Begin” and
write it down. Allow exactly the number of minutes
specified for the test, counting from the moment you say
“Begin.” Do not allow extra time for reading the
specific directions above item 1. At the end of the
allotted time, say:
“Stop! Even if you have not finished, close
your booklets. See that you have clearly
printed yotir name and that you have given aU
the other information asked for.”
5. Have the booklets collected at once. In doing so,
make sure that all the information necessary for identifi¬
cation and classification has been entered. Supply any
necessary missing items of information.
Standard Procedure for Administering Tests
Having Two orMore Parts
1. When all are seated, the examiner should say:
“We shall now pass out the test booklets. Do
not open them to the test now. As soon as you
get the booklet, fill in your name and the offier
items of information called for on the cover
page. Print your name. When you have fin¬
ished filling in the blanks, read carefully the
directions on the cover (or first inside) page;
then wait for further directions. Do not open
the booklet to the test itself until I tell you to
do so.”
2. Allow sufficient time for filling in the spaces and
reading the directions. When each student has done
this, the examiner may orally emphasize any points that
need emphasis and say:
“Are there any questions? No questions may
be asked after the examination begins.”
3. Answer all legitimate questions, and then say:
“When I say ‘Begin,’ turn the page to Part I,
read the directions carefully, and start work.
Work as fast as you can without making mis¬
takes. Ask no questions. Read the directions
again if you do not tmderstand. You are not
expected to answer all the questions in any part
in the time limit, but if you should finish before
time is called, go on to the next part. If you
finish the iast part before time is called, you
may go back and work on any earlier part.
Begin.”
4. Note the exact time when you say “Begin” and
write it down. Allow exactly the number of minutes
specified for the part of the test which you are admin¬
istering, counting from the moment you say “Begin.”
Do not allow extra time for reading the specific directions
at the beginning of the part.
At the end of the allotted time for Part I, say:
“Stop! Even if you have not finished Part I,
begin Part H. Read the directions for Part n
carefully. If you finish Part II before the time
is op, you may go back and work on Part I again,
or you may go on to the next part.”
5. The examiner should see that all students begin
Part II promptly. Allow exactly the specified number
of minutes, and then say (if there is a Part III):
“Stop! Even if you have not finished Part H,
begin Part III. Read the directions for Part III
carefully.”
6. Thus each part of the test is administered until all
parts have been given. Then say:
“Stop! Even if you have not finished, close
your booklets. See that you have clearly
printed your name and that you have given aU
the other information asked for.”
7. Have the booklets collected at once. Make sure
that all the information necessary for identification and
classification has been entered. Supply any necessary
missing items of information.
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DIRECTIONS FOR ADMINISTERING WITH SEPARATE ANSWER SHEETS
Standard Procedure for Administering Tests
Not Divided into Parts
1. When all are seated, the examiner should say:
“We shall now pass out the test booklets and
answer sheets. In this test, you are to mark
your answers on a separate answer sheet in¬
stead of on the pages of the test booklet. Do
not write anything at all in the booklet. Your
name and your answers to the questions on the
test are to be put on the separate answer sheet.”
, When the booklets and answer sheets have been passed
out, the examiner should show the students an answer
sheet to illustrate the different points and say:
“Print your name on the line at the left side of
the answer sheet, fill in the other items of in¬
formation called for, and read the directions on
both the answer sheet and the cover (or first in¬
side page) of the booklet. Do not write on the
booklet, and do not open the booklet to the test
itself until I tell you to do so.”
2. Allow sufficient time for filling in the spaces and
reading the directions; then say:
“In taking this test, you are to mark each an¬
swer on the answer sheet by making a black
pencil mark between the pair of dotted lines
numbered (or lettered) the same as the answer
you think is correct. You are not to write the
answer in the test booklet.”
At this point, the two paragraphs printed in small type
should be read to the examinees if the answer sheets are
to be scored by machine. The two paragraphs should
not be read if the answer sheets are to be scored by hand.
“The answer sheet will be scored by an electrical test-scoring
machine. This machine will score the test accurately if each answer
is indicated with a solid black pencil mark. Solid black marks are
made by using a soft pencil, by going over each mark two or three
times, and by pressing finniy on the penciL The answer sheet
should be marked on a hard surface.
“The scoring machine cannot distinguish between intended
answers and stray pencil marks. If you are careless in erasing or
leave unnecessary marks on or near the short dotted lines, such
marks may be counted by the machine as wrong answers, and your
score will be lower than it should be. If you keep your place on the
answer sheetwith your pencil, itwill help to avoid straymarks if you
rest the pencil on the large item number at the left while you are
reading the question, and do not let the pencil touch any of the
answer spaces until you are ready tomark your answer for that item.”
The examiner then continues:
“Are there any questions? No questions may
be asked after the examination begins.”
Answer all legitimate questions, and make sure that all
pupils understand how to mark the answer sheets. Dur¬
ing the examination, examiners should check occasionally,
especially at the beginning of new parts, to see that the
students are recording their answers properly on the
answer sheets.
3. After answering all legitimate questions, the
examiner should say:
*‘When I say ‘Begin,* open the booklet to the
test, and fold the page over. Keep the booklet
folded back so you have only one page at a
time in front of you. Read the directions at the
top of the page and startwork. Work as fast as
you can without maMng mistakes. Ask no
questions. Read the directions again if you do
not understand. You are not expected to an¬
swerall the questions in the time limit. Begin.”
4. Note the exact time when you say “Begin” and
write it down. Allow exactly the number of minutes
specified for the test, counting from the moment you say
’’Begin.” Do not allow extra time for reading the
specific directions above item 1. At the end of the
allotted time, say:
“Stop I Even if you have not finished, close
your booklets. See that you have filled in all
the blanks at the side of the answer sheet and
that you have clearly printed your name.”
5. Have the students put their answer sheets inside
the booklets, and collect the booklets and answer sheets
at once. Make sure that all booklets are returned.
Standard Procedure for Administering Tests
Having Two or More Parts
1. When all are seated, the examiner should say:
“We shall now pass out the test booklets and
answer sheets. In this test, you are to mark
your answers on a separate answer sheet in¬
stead of on the pages of the test booklet. Do
not write anything at all in the booklet. Your
name and your answers to the questions on the
test are to be put on the separate answer sheet.”
When the booklets and answer sheets have been passed
out, the examiner should show the students an answer
sheet to illustrate the different points and say:
“Print your name on the line at the left side of
the answer sheet, fill in the other items of in¬
formation called for, and read the directions on '
both the answer sheet and the cover (or first
inside page) of the booklet. Do not write on
the booklet, and do not open the booklet to the
test itself until I tell you to do so.”
(Continued Next Page)
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2. Allow sufficient time for filling in the spaces and
reading the directions; then say:
“In taking this test, you are to mark each an¬
swer on the answer sheet by making a black
pencil mark between the pair of dotted lines
numbered (or lettered) the same as the answer
you think is correct. You are not to write the
answer in the test booklet.”
At this point, the two paragraphs printed in small type
should be read to the examinees if the answer sheets are
to be scored by machine. The two paragraphs should
not be read if the answer sheets are to be scored by hand.
“The answer sheet will be scored by an electrical test-scoring
machine. Thismachine will score the test accurately if each answer
is indicated with a solid black pencil mark. Solid black marks are
made by using a soft pencil, by going over each mark two or three
times, and by pressing fiimly on the pencil. The answer sheet
should be marked on a hard surface.
“The scoring machine cannot distinguish between intended
answers and sUay pencil marks. If you are careless in erasing or
leave unnecessary marks on or near the short dotted lines, such
marks may be counted by the machine as wrong answers, and your
score will be lower than it should be. If you keep your place on the
answer sheetwith your pencil, it will help to avoid straymarks if you
rest the pencil on the large item number at the left while you are
reading tiie question, and do not let the pencil touch any of the
answer spaces until you are ready tomark your answer for that item.”
The examiner then continues:
“Are there any questions? No questions may
be asked after the examination begins.”
Answer all legitimate questions and make sure that all
pupils understand how to mark the answer sheets. Dur¬
ing the examination, examiners should check occasionally,
especially at the beginning of new parts, to see that the
students are recording their answers properly on the
answer sheets.
3. After answering all legitimate questions, the
examiner should say:
“When I say ‘Begin,* open the booklet to the
test, and fold the page over. Keep the booklet
folded back so you will have only one page at a
time in front of you. Read the directions at the
top of the page and start work. Work as fast
as you can without making mistakes. Ask no
questions. Read the directions again if you do
not understand. You are not expected to an¬
swer all the questions in any part in the time
limit, but, if you should finish before time is
called, go on to the next part. If you finish the
last part before time is called, you may go back
and work on any earlier part. Begin.”
4. Note the exact time when you say “Begin” and
write it down. Allow exactly the number of minutes
specified for the part of the test which you are admin¬
istering, counting from the moment you say “Begin.”
Do not allow extra time for reading the specific directions
at the beginning of the part. At the end of the allotted
time for Part I, say:
“Stop! Even if you have not finished Part I,
be|^ Part II. Read the directions for Part II
carefully. If you finish Part II before the time
is up, you may go back and work onPart I again,
or you may go on to the next part.”
5. The examiner should see that all students begin
Part II promptly. Allow exactly the specified number
of minutes; then say (if there is a Part III):
“Stop I Even if you have not finished Part II,
begin Part III. Read the directions for Part lU
carefully.”
6. Thus each part of the test is administered until all
parts have been given. Then say:
“Stop! Even if you have not finished, close
your booklets. See that you have filled in all
the blanks at the side of ffie answer sheet and
that you have clearly printed your name.”
7. When the entire test has been administered, have
the students put their answer sheets inside the booklets,
and collect the booklets and answer sheets at once.
Make sure that all booklets are returned.
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DIRECTIONS FOR SCORING THE COOPERATIVE TESTS
GENERAL DIRECTIONS FOR SCORING
There are several alternative methods of scoring
Cooperative Tests. If the student’s responses are re¬
corded in the test booklet, a fan key is used and hand¬
scoring is necessary. If responses are recorded on a
separate answer sheet, scoring stencils are used whether
the tests are to be scored by hand or by machine.
If the students tested are not accustomed to the use
of separate answer sheets, an occasional student may put
his answers in the booklet, despite all directions to the
contrary. Such booklets should be watched for when
the answer sheets are taken out of the booklets. If the
booklets are to be used more than once, they must be
carefully inspected after each administration. Those
which have any items marked in any way should not be
re-used.
The essential information needed in scoring the Co¬
operative Tests is printed on the scoring keys and stencils.
For almost all the tests, the scoring is entirely objective
and can be done by clerks or dependable high-school
pupils, if they are adequately trained and supervised and
if their work is systematically checked.
Fidelity to the key is essential. If there is an obvious
error or misprint in the key or in the test, the error should
be corrected and the fact reported to the Cooperative
Test Division. Any such correction should be made on
all copies of the key which are in use. Mere differences
of opinion should never lead to deviations from the key.
Unless the key is strictly followed, test resultswill not be
comparable.
Organization of Scoring Procedure. The entire scor¬
ing procedure should be arranged in advance, and each
worker should have a general understanding of the whole
scheme. A certain amount of division of labor adds to
the efficiency and accuracy of scoring. For example,
when hand-scoring, marking and counting should usually
be separate operations, since most of the Cooperative
Tests require the marking and counting of both correct
and incorrect answers. It should be possible to trace
each error unmistakably to the scorer who made it. For
this reason, each scorer should initial each task com¬
pleted, and a record should be kept of each scorer’s “error
count.”
Experience has shown that accuracy of scoring is as
difficult to secure as it is necessary for good test results.
A systematic routine is indispensable in even the smallest
scoring projects, as many errors can be prevented by
careful organization of the scoring work. However,
some errors will be made in spite of the most careful
arrangements. It is therefore essential that adequate
provision be made for finding and correcting the errors
which do occur. This means that checking and recheck¬
ing must be a regular part of the routine of the scoring
procedure.
Computing Raw Scores. The scoring keys and stencils
give directions for computing raw scores on each part of
the tests. These directions must be followed exactly.
Spaces are provided in the booklets or on the answer
sheets for entering the necessary figures for computing
the raw scores. The number of right answers are
counted and entered in the appropriate space. The
amount to be subtracted depends on the number of
wrong answers according to the scoring formula given on
the scoring key or stencil. The amount to be subtracted
is always a whole number. Fractions of § or less are
dropped, and fractions greater than | increase the
amount to be subtracted to the next higher integer. If
the resulting difference is negative, the raw score is ^p.
Part scores are not obtained unless they are necessary
for obtaining the Total Scaled Score (as in the case of
the languages) or unless there is a difference in the scoring
formulas. For example, the scoring formula for Part I
of a test may be Rights minus Wrongs, while for Parts II
and III it is Rights minus one-fourth of the Wrongs.
Here it is necessary to get separate scores for Part I, but
Parts II and HI should be scored as a unit. These
scores are then added to give the total raw score.
Obtaining the Scaled Scores. After the raw scores are
computed, the Scaled Scores are obtained by referring to
the conversion tables provided on the scoring key or
answer sheet (except for a few tests for which there are no
Scaled Scores).
Experiments have shown that the use of separate
answer sheets introduces a factor of clerical facilily into
the test scores. In general, this has only a slight effect
on group achievement for tests in which speed is not an
important factor. Allowance is made for this factor,
however, in the special tables for converting raw scores
into Scaled Scores which are printed on the answer sheets.
These tables therefore differ from the corresponding
tables printed on the fan keys in that the Scaled Scores
are usually slightly higher. How much effect the use of
separate answer sheets may have on the score of any
particular pupil has hot been determined.
For the language tests, there are Scaled Scores for the
parts as well as for the total. The raw score on each
part is converted into a Scaled Score by referring to the
appropriate table on the scoring key or answer sheet.
This &aled Score is entered in the test booklet or on the
answer sheet in the space provided at the end of each
part. The Scaled Scores for the parts are then added.
This total is converted to a Total Scaled Score by referring
to the table for totals on the scoring key or answer sheet.
Note that on the language test booklets only Scaled
Scores appear on the cover page. The Totd Scaled
Score for these tests must be obtained by converting the
sum of the Scaled Scores for the parts by the use of
the special table for totals.
The illustration on the next page shows the relative
ease with which one of the more complicated tests may
be scored—a three-part language test. Raw scores are
obtained for each part; these raw scores are converted to
Scaled Scores; and the Total Scaled Score is obtained by
a final conversion of the sum of the Scaled Scores for the
parts.
ILLUSTRATION OF THE METHOD OF SCORING THE COOPERATIVE FRENCH TEST, ADVANCED FORM R
Computing the Raw Scores
Using the Scoring Formula on the Fan Key or Rights Scoring Stencil
(The same method for computing raw scores is used whether answers are recorded in test booklets or on separate
answer sheets.)
Scoring Formula for All Parts: R — W/4
Part I, Reading
Total number of answers marked on Part I
Number of right answers on Part I (R)




R — W/4 = 23 — 22/4 = 23 — 5 (dropping the |) = 18
Part I Raw Score: 18
Part II, Vocabulary
Total number of answers marked on Part II 40
Number of right answers on Part II (R) (—)19
Number of wrong answers on Part II (W) 21
R — W/4 = 19 — 21/4 = 19 — 5 (dropping the J) = 14
Part II Raw Score: 14
Part III, Grammar
Total number of answers marked on Part III 40
Number of right answers on Part III (R) (—) 4
Number of wrong answers on Part III (W) 36
R — W/4 = 4 — 36/4 = 4 — 9 = — 5, which is called 0
Part ni Raw Score: 0
Obtaining the Scaled Scores
Using the Conversion Tables on the Fan Key or Answer Sheet
(The conversion tables on the fan key are used when answers are recorded in test booklets, and the tables on the answer
sheet are used when answers are recorded on separate answer sheets.)
Booklet
Raw Score Scaled Score
(Computed Above) (from Fan Key)
Part I 18 51
Part II 14 56
Part III 0 38
Sum of Scaled Scores for Parts 145










DIRECTIONS FOR SCORING WHEN ANSWERS ARE RECORDED IN BOOKLETS
If the students’ answers are recorded in the test book¬
lets, the scoring must be done by hand, and a. fan key is
used.
Use of the Fan Key. ■ The scoring keys for nearly all
the Cooperative Tests are printed on sheets which, when
folded back along the heavy vertical lines, become “fan”
or “accordion” type keys. The answers for the test
pages appear on successive folds of the “fan” in the same
sequence as the pages of the test. The successive folds
are numbered at the top to correspond with the successive
pages of the test. The folding of the key sheets must be
done carefully with the heavy line on the outside of the
fold, so that the sequence of folds will correspond to the
page numbers on them. For some tests, the key sheets
must be cut into sections, but no key sheet should be
cut at all unless cutting is specifically indicated on the
key itself.
Marking and Counting Right and Wrong Answers.
When using “fan” keys, scorers must compare the page
number on the key fold with the number of the page that
is being scored. This comparison must be made for each
successive page of each test scored.
The answers given on the key are then compared with
the student’s answers, and the right and wrong answers
neatly marked.
The following rules will be useful to all scorers and will
be indispensable in large scoring centers:
a. All original scoring should be done with pencils of
the same color, and rescoring should be done with a
second color.
b. All correct answers in all tests should be marked at
the right with a short horizontal line, and these short
lines should be in a straight vertical column. The
short lines should never pass through any part of the
examinees’ answers, or otherwise impair their
legibility.
ILLUSTRATION OF GOOD AND POOR SCORING TECH¬
NIQUE WHEN ANSWERS ARE RECORDED IN BOOKLETS
Many of the most trouble¬
some errors in scoring are
directly due to lack of neat¬
ness and uniformity in the
marks and figures which
scorers put on the test
blanks. The common
checking mark is the
source of many costly errors
and should never be used in
scoring tests. The facsimile
of the work of Scorer A,
reproduced at the left, illus¬
trates the desirable neatness
and uniformity with which
scoring should be done.
Work such as that of Scorer
B will certainly lead to
errors.
Computing the Scores. The raw scores are obtained
according to the directions on the fan key. After the
raw scores are computed. Scaled Scores are obtained by
referring to the conversion tables which are also provided
on the fan keys for all tests having Scaled Scores. For
information on computing the scores, see the General
Directions for Scoring, pages 7 and 8.
Checking and Rechecking. Neatness and uniformity
not only tend to prevent errors, but are essential to the
certain detection of errors which occur despite every
precaution. The checking schedule below represents a
minimum for acceptably accurate test results. All
checking should be done by trained and accurate scorers,
and no scorer should check his own work.
c. Wrong answers in all true-false, multiple-choice,
and matching sections of all tests (unless specifically
excepted on the scoring keys) should be marked at
the right with a small neat x, and these x’s should
be in a vertical column slighldy to the right of the
short horizontal lines marking the right answers.
It is important that each error be marked with a
small X, and not with a plus sign, -|-.
d. Omissions, if marked at all, should be marked
with a small neat 0. Illegible answers should be
marked and counted as omissions, never as wrong
answers. When two answers are given for any
item, the item should be marked as an omission.
e. If a scorer errs, and wishes to change a— to an x,
or vice versa, he should scratch out (never erase)
the erroneous mark thus AAH or and write the
correct mark at one side of the scratched-out mark,
in the proper column. Erasures take more time and
also involve the risk of erasing part of the student’s
answers. Corrections should never be superimposed
on incorrect marks, thus «*X'* ; nor should any
attempt be made to blot out incorrect marks, thus
a. The initial scoring of all new clerks should be
completely checked until the results indicate
acceptable accuracy.
b. A sample of about 10 per cent of all tests scored
should be rescored. The sample should be selected
to represent every scorer, and a record of the
number and kinds of errors of each scorer should be
kept.
c. All counting of right and wrong answers on each
test should be checked.
» d. All transfers of the scores, additions, subtractions,
divisions, etc., should be checked, and a sample of
at least 10 per cent should be rechecked.
It has been found that more than half of all significant
errors are errors of addition, subtraction, or division;
about 15 per cent are transfer errors; and about 10 or 15
per cent are errors of counting, such as dropping or adding
lO’s, omitting (or counting twice) whole pages, etc.
Thus it is obvious that c. and d. above are indispensable
to good results.
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DIRECTIONS FOR SCORING SEPARATE ANSWER SHEETS
Use of Scoring Stencils. Rights Scoring Stencils are
necessary for scoring all Cooperative Tests which are
administered with separate answer sheets, whether the
scoring method is manual or by machine. A special
stencil is supplied for each test, giving the scoring
formula or formulas to be used and the specific directions
necessary for scoring the particular test.
Procedure for Hand-Scoring Separate Answer Sheets.
Only one stencil is needed, the Rights Scoring Stencil,
which has all the right answers punched out. The
following procedure should be carefully followed for each
test or part of a test for which a separate score is being
obtained, and each step should be checked thoroughly.
1. Unless otherwise indicated in the test directions,
multiple responses should be lined through with red
pencil and omitted when scoring.
2. Count the remaining number of spaces the student
has blackened on the entire test or part.
3. Place the Rights Scoring Stencil over the answer
sheet with the right-hand edges together. Make any
necessary slight adjustment so that answer spaces show
in the center of all punched holes.
4. Count the number of blackened spaces, exclusive of
those marked in red, appearing through the punched
holes. This gives the number of right answers.
5. Subtract the number of right answers (Step 4) from
the total number of responses (Step 2). This remainder
is the number of wrong answers.
6. You now have the number of right answers and the
number ofwrong answers. The formula for the raw score
is found on the Rights Scoring Stencil. Subtract the
indicated fraction of the wrong answers from the number
of right answers. Fractions of § or less are dropped
before subtracting. For fractions greater than J, in¬
crease the amount to be subtracted to the next higher
integer. Negative scores are called zero.
7.For the Cooperative tests which have Scaled Scores,
look up the raw score, as obtained in Paragraph 6, in the
raw score-Scaled Score conversion tables provided on the
answer sheets, and encircle the corresponding Scaled
Score. Note the directions and illustration of how
scores are computed, given on pages 7 and 8
For tests on which part scores are obtained, the
procedure described above should be followed separately
for each part. In counting the number of responses and
the number of right answers, care should be taken not to
include items in a subsequent or earlier part, particularly
where one part ends in the middle of a column, with a
different part occupying the lower part of the column.
Care must also be taken to apply the appropriate scoring
formula to each part, as this formula sometimes differs
for various parts of the same test.
Note particularly that, in obtaining the Scaled Score
for the total of a test which has Scaled Scores for the
various parts, the sum of these Scaled Scores for the parts
is used in obtaining from the table the Scaled Score for
the total test. (Sw the illustration on page 8.)
Procedure for Machine-Scoring Separate Answer
Sheets. Papers should first be scanned for stray marks,
use of ineffective pencils, and other failures to follow
directions. Multiple responses should be covered with
a strip of cellophane tape.
The scoring directions given on the Rights Scoring
Stencil should be strictly followed. For tests having
Scaled Scores, raw score-Scaled Score conversion tables
are given along the left-hand margin of the answer sheet.
As the operator reads the raw score on the meter, she
can encircle the corresponding Scaled Score and thus
save the necessity for later conversion. Consult pages
7 and 8 for general directions for obtaining Raw Scores
and Scaled &ores.
The insertion of test sheets in the machine at intervals
during the scoring of a batch of papers and a certain
amount of hand-checking are urgently recommended.
DIRECTIONS FOR INTERPRETING COOPERATIVE TEST RESULTS
THE SCALED SCORES
The Scaled Scores which are provided for most of the
Cooperative Tests were devised to enable the teacher
and administrator to gain directly as much interpretative
information as possible, without reference to norms,
equivalent scores, percentiles, or other aids to inter-*
pretation. The principal characteristics of the Scaled
Scores are:
1. Equality of units throughout the scale. The raw-
score units have been replaced by units so scaled that the
scores from a single school system will tend to form a
normal distribution.
2. A common scale for all tests. The scale to which
all tests are referred is so defined that a score of 50
represents the score which the average child would make
at the end of the particular course if he attended an
average school and had taken the usual amount of the
subject in question. The size of the unit on the common
scale is defined as a tenth of the standard deviation of the
distribution of scores which would be made by an un¬
selected group of students if they were all to take the
particular subject.
The tables of Scaled Scores are printed on the scoring
keys and on the special answer sheets.
At various points along these Scaled Score tables there
are short vertical lines which indicate the standard error
(laid off in both directions) of scores at those points.
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Notice that the length of each line is equivalent to twice
the standard error. The length of any of these lines
shows graphically the range within which would fall the
scores obtained by approximately two thirds of the
individuals whose “true” scores* are at the particular
point. For example, if the line at the Scaled Score of 50
extends two units above and two units below this point,
* The “true” score may be defined as the average of all the scores
that would be obtained by giving the student a very large number of
similar tests.
this is interpreted as indicating that about two thirds of
the individuals whose “true” scores are 50 would actually
obtain scores on this test between 48 and 52.
For a more detailed discussion of Scaled Scores, see The
Cooperative Achievement Tests: A Booklet of Norms
(Introduction); and The Cooperative Achievement Tests:
A Bulletin Reporting the Basic Principles and Procedures
Used in the Development of Their System of Scaled Scores.
USE OF PERCENTILE RANK TABLES
The norms for the Cooperative Tests are given in the
form of percentile rank tables, which are furnished free
with test orders. For some tests, a number of different
tables are provided for different amounts of study and
different grade levels. In comparing the scores of a
particular group with the norms, the appropriate tables
should be used.
It should be kept in mind that these statistics report
only the performance of the groups on which the statistics
are based. Other groups may perform differently. It
is therefore important to remember that norms do not by
themselves set standards of performance. In inter¬
preting test scores in comparison with such data, allow¬
ance must always be made for dissimilarities of the
groups and their environments. Standards of perform¬
ance can be established only by those who are in a
position to make a professional judgment of the desired
quality of performance of the particular group in par¬
ticular circumstances.
The percentile value corresponding to a given score
shows what percentage of the students in that group
achieve scores below that score. For instance, if a
student with 2 semesters of study in a public high school
in a 12-grade school system makes a Total Scaled Score
of 54 on the Cooperative French Test, Advanced Form R,
reference to the percentile rank tables shows that this
score corresponds to a percentile rank of 82. This
means that the pupil’s score is higher than the scores of
82% of a large group of students who have taken this
test after completing 2 semesters of study of French in
public secondary schools in 12-grade school systems.
Such comparisons with the norms may be made both for
individual students and for class averages.
The percentile rank tables also facilitate the study of
the relative standing of an individual or a class on
various parts of such tests as the English and language
tests. Suppose, for instance, that the average Scal^
Score of a second-year French class on the Cooperative
French Test given at the end of the year is at the 55th
percentile on the 4-semester norms table on the reading
part, at the 60th percentile on the vocabulary part, and
at the 45th percentile on the grammar part. This does
not necessarily indicate that the teacher of this class
ought to put more stress on grammar and less on reading.
It does mean that, in grammar, the average achievement
of this class is less than that of the average student in
the norms group with the same amount of study, but
that, in reading and vocabulary, it is greater. The
individual teacher must decide whether he is satisfied to
have it so; many instructors prefer to emphasize reading,
and ,a relatively lower average on grammar would be
entirely in accord with the objectives of their course.
On the other hand, if the teacher had endeavored to lay a
particularly good foundation of grammar knowledge in
this course and found his pupils’ average score relatively
lower on that part, this would indicate the advisability
of reconsidering methods in the light of the desired
objectives.
SUGGESTED USES OF COOPERATIVE TESTS
The uses of test results reported by schools and col¬
leges are many and varied, but the immediate purpose of
the examinations, upon which all ultimate uses depend,
may be very simply stated. That purpose is to provide
objective and reliable measures of the educational
achievement of the pupils tested.
Each teacher or administrator must decide how the
tests can be most helpful in his own situation, but the
following uses will illustrate the ways in which they have
been found helpful in adapting education to the indi¬
vidual. Cooperative Test results have been used:1.To furnish information about the capabilities and
achievements of each student, thus making possible the
identification of those individuals who merit special
provisions because of distinct handicaps or markedly
superior performance.
2. To indicate the pattern of achievement for each
student, so that information about his areas of relative
strength and weakness may serve as a sounder basis for
educational and vocational guidance than school marks,
which are not only unreliable but are not comparable
from class to class.
3. To implement, through the provision of a number of
comparable forms in each field, studies of individual
growth in defined types of achievement from year to
year.
4. To provide a more realistic method than a mere
counting of numbers of semesters of study for determin-
ing when a student has attained competence in a given
held.
5. To give a preview of the status of an individual or
of an entire class at the beginning of a course or curricu¬
lum so that appropriate placement may be made and
later instruction intelligently modified.
6. To serve both as a partial basis for appraising the
relative effectiveness of curriculum materials and meth¬
ods of instruction in the various major areas of high-
school and college instruction and as a general incentive
toward improved teaching and learning.
7. To establish meaningful and objective standards
for admission, placement, promotion, certification, and
graduation, and for transfer and advanced standing rela¬
tions with other institutions; and to maintain such
standards uniformly from year to year.
It should be emphasized once more that test scores
provide only one type of information about the needs,
achievements, and interests of individuals, and that
sound educational guidance requires that as much rele¬
vant information as possible be collected from all avail¬
able sources. Test results form a valuable part of the
informational background needed for guidance, but they
are only a part, and should be interpreted in conjunction
with information of many other types.
It is important to remember that scholastic achieve¬
ment, both of individuals and of classes, teaching effec¬
tiveness, relative value of different curricula and methods,
and other aspects of the educational process cannot be
judged on the basis of test scores alone. Many other
factors must be taken into account, such as differences in
native ability of the pupils, environmental conditions,
motivation, course emphases and objectives, and other
differences which may influence the test scores.
If there are any questions concerning the Cooperative Tests which
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I. THE NATURE AND PURPOSES OF THE TEST BATTERY1,The Major Purposes of the Tests
The major purposes of the United States Armed
Forces Institute Tests of General Educational Develop¬
ment are:
1. to provide a more adequate basis for the educa¬
tional and vocational guidance of those who
hat% served in the armed forces.
2. to assist the schools in the appropriate place¬
ment in a program of general education of the
students returning from military service.
3. to help the schools determine the amount of
academic credit which should be granted stu¬
dents for their educational experiences in mili¬
tary service.
The tests are accordingly designed to measure the
extent to which all of the past educational experiences
of the individual tested—including the experiences
gained in military service—have contributed to his
general educational development, or to his ability to
carry on successfully in a program of general educa¬
tion of the type which the academic high school and
the first two years of the liberal arts college aim to
provide.
The third of these purposes is strictly incidental to
the first two, but is rendered of major practical im¬
portance by the credit-counting and time-serving
features of our prevailing system of education. It is
obvious that this third purpose can be accomplished
only indirectly. In the absence of any comparable
test results secured at the time of induction into serv¬
ice, it is impossible to determine the academic equiva¬
lent (in terms of course credits) of any individual’s
f«-service experience per se. His proper educational
placement at the time of discharge or demobilization
may be objectively determined, but the effects of his
pre-service and in-service experiences will be inex¬
tricably intermingled. All these tests can do, there¬
fore, is to help the schools determine what maximum
amount of academic credit for educational experience
in military service is consistent with the actual educa¬
tional development of the individual and the credit
previously earned by him.
Among the many other possible uses of these tests,
one in particular deserves special mention. With
war service persons having no plans for further formal
educational training, these tests can indicate to their
prospective employers the extent to which they have
attained the equivalent of a high school or college
education. In consideration of the increasing fre¬
quency with which employers set definite educational
requirements for specific positions, as well as of the
tendency to make increasing use of test results in
selecting employees, this latter use of the Tests of
General Educational Development may well prove of
first importance to a large proportion of war service
persons tested.
2. Organization of the Battery
Two separate batteries of the Tests of General Edu¬
cational Development have been constructed, one for
use at the high school level and the other at the level
of the first two years of college. The high-school-
level tests are intended to be used primarily to deter¬
mine whether or not the individual has had the
equivalent of a general high school education, or
should be granted a high school diploma. The col¬
lege-level tests are intended for use primarily to deter¬
minewhether or not the individual tested is as capable
of carrying on advanced college work as the student
who has taken certain broad introductory or survey
courses generally offered in the first two years of the
liberal arts college, or has reached the same level of
general educational development as the student who
has had such survey courses. The high-school-level
battery consists of five comprehensive examinations
concerned respectively with English composition, the
social studies, the natural sciences, literature, and
mathematics. The college-level battery is similarly
organized, except for the omission of a comprehensive
examination in mathematics; special examinations
corresponding to various college courses in mathe¬
matics are provided instead of a comprehensive ex¬
amination at this level.
3. Military and Civilian Forms
Two equivalent forms of the general battery have
been constructed for use at each level. One form
(Form A) is retained for use exclusively by the United
States Armed Forces Institute and its agents, to be
administered to men and women who are serving or
have served in the armed forces, and who plan to
return to school or who desire academic credit for
their educational in-service experiences. The scores
made by these individuals on the military form (Form
A) of the tests will be reported to the schools and
employers by the United States Armed Forces Insti¬
tute in the manner described in the publication of the
American Council on Education, “Sound Educational
Credit for Military Experience,” and in the publica¬
tion of the National Association of Secondary School
Principals, “Secondary-School Credit for Educational
Experience in Military Service.”
The other form (Form B) is generally available to
high schools and colleges through the Cooperative
Test Service of the American Council on Education
and the Science Research Associates. These civilian
forms will enable the schools to establish their own
local norms for the interpretation of the scores re¬
ported to them by the United States Armed Forces
Institute, and will also enable them to secure for
themselves comparable measures on students who
have had no military experience.
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4. Desirable General Characteristics of the Tests
In consideration of the purposes of the tests and of
the nature of the in-service experiences of the persons
tested, it is apparent that these tests should differ
markedly from the examinations that have been gen¬
erally used in the past to measure school progress.
While the persons to be tested will often have made
considerable educational progress while in service,
they will in most instances have developed educa¬
tionally in a very different manner than they would
had they remained in school. In general their in-
service educational growth will be due in a much
larger measure than normally to their own delibera¬
tions, to firit-hand observation, to direct experience,
to self-directed reading and study, to conversation
and informal group discussions, and to a process of
maturation intensified and accelerated by the circum¬
stances of war—rather than to vicarious experiences
or contact with textbooks and formal pedagogical
procedures. It is extremely important, therefore,
that their educational development be so measured
that they will not be unfairly handicapped because of
the manner in which it took place; that is, so that
they will not be penalized because of their lack of
recent academic experience or formal classroom
instruction.
This means that the tests must measure as directly
as possible the attainment of the ultimate objectives
of the whole program of general education, and must
minimize asmuch as possible the more immediate and
temporary content objectives of special school sub¬
jects. The tests must be concerned primarily with
the student’s ability to “carry on” in a program of
general education, rather than with how he achieved
that ability. The emphasis must be placed on intel¬
lectual power rather than detailed content, upon the
acquisition of broad but definite generalizations, con¬
cepts, and ideas, and particularly upon the abilities to
comprehend exactly, to eivaluate critically, and to
think clearly in terms of such concepts and ideas,
rather than upon the detailed facts from which the
ideas and generalizationswere originally derived. In
formal instruction it is necessary to place temporary
stress on detailed descriptive facts in order that the
generalizations develop^ may be meaningful and
genuine, but it is fully expected that once the gen¬
eralizations are firmly established many of the sub¬
stantiating details and their arbitrary organization
will be forgotten. In school examinations, it may be
permissible or even desirable to test for these details,
both because of the recency of their acquisition and
because they must be retained temporarily, but in the
tests here considered this practice would be clearly
undesirable.
This certainly does not mean that the informa¬
tional background or knowledge of the student is un¬
important or that it may be ignored by these tests.
On the contrary, these tests should hold the student
responsible for a very extensive and substantial body
of knowledge, but it should consist primarily of those
elements of knowledge which are of widest applica¬
bility or of greatest functional value—^that is, of
important ideas, generalizations, methods of pro¬
cedure, and fundamental information, rather than of
highly detailed descriptive facts and technical data.
Furthermore, in fairness to the war service person
involved, some preference should be given to those
items of knowledge which may be readily acquired
informally by intelligent observation, discriminating
general reading, and other methods of self-education,
as opposed to those likely to be acquired only through
formal education—such as the “shop talk” and the
arbitrary organizations of subject matter content
which are the relatively unique property of instruc¬
tors and research workers in special fields.
5. The Tests in the Social Studies, the Natural
Sciences, and the Humanities
The type of test used in the social studies, the
natural sciences, and the humanities is that in which
the student is required to interpret and to Evaluate a
number of reading selections representative of those
he will have to read and study in subsequent school
work. This type of test is particularly appropriate
in these areas in light of the considerations discussed
in the preceding paragraphs. In the first place,
through this type of test the student can be held
both directly and indirectly responsible for a wide
background of fundamental knowledge. One’s abil¬
ity to interpret a printed discussion of any special
subject obviously depends primarily upon how much
he already knows and has thought about the subject
involved and about the broad field from which it is
taken. This is particularly true if the discussion was
written for readers who are presumably already well
informed in the general area involved, which is the
type of selection used in these tests. One cannot
possibly fully comprehend an advanced discussion
about social insurance, for example, without knowing
the meaning of the many basic terms and phrases
unique to the social studies which are used in the
discussion, or without knowing the essential features
and inter-relationships of the social, political, and
economic institutions and practices mentioned, or
without being able to supply some specific examples
of the general references made and to amplify the
analogies used, etc. The more of this background the
student possesses the greater is the likelihood that he
will answer correctly the questions calling for a direct
interpretation of the passage read. This type of test
can thus require that an integrated body of knowledge
be brought to bear on particular problems, without
placing any undue premium upon the peculiar form
or organization in which the student’s ideas have
been acquired, or without penalizing him unduly for
inability to supply any particular fact or set of facts
where another will serve the same general purpose.
While thus well suited to the task of determining
the extent of the student’s background of substantial
knowledge in the field tested, this type of test has
been selected for use in this battery primarily because
of its effectiveness in measuring certain generalized
iutelkctuaLskills and abilities needed by the, student
for success in his later school work. These include
such abilities as those needed to detect errors and
inconsistencies in logic, to develop and 34jp.ly._gen-
eralizations, to determine the_adequacy of evideiv^e,
to draw inferencSTrom data, to note implicit assump¬
tions and to “dig out” meanings not explicitly stated,
to form value judgments, to recognize as such an
appeal to the emotions rather than to the intellect, to
recognize and resist the tricks of the propagandist, to
detect bias, and many other abilities involved in criti¬
cal thinking in general.
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6. The Test in Correctness and Effectiveness of
Expression
This test consists principally of a series of passages
of connected prose which were originally well written
but which for test purposes have been systematically
corrupted by including many of the most common
and serious faults and infelicities found in the writing
of high school and college students. Each passage is
printed in a narrow column on the left-hand side of
the test page, with certain words, phrases and sen¬
tences, and marks of punctuation underlined and
numbered. On the right-hand side of the page sev¬
eral ways of writing each numbered portion are pre¬
sented. For each numbered portion the student
must decide which of the suggested ways of writing
it is best, thus restoring the passage to something like
its original form.
This larger context permits the inclusion of errors
in choice of words, order of sentences, connecting
links between sentences, irrelevant and unnecessary
details, parallel structure, sequences of tenses, incon¬
sistency, style, good taste, and-literary tact which
could not be based upon isolated sentences, and per¬
mits also the inclusion of any type of error which
might otherwise be tested in independent sentences,
such as errors in punctuation, capitalization, agree¬
ment of pronoun and of antecedent, use of adverb for
adjective, and agreement of noun with subject.
7. The Test of General Mathematical Ability (High
School Level Only)
The test of general mathematical ability, which is
contained in the high-school-level battery only, is a
test of general problem solving ability of a very prac¬
tical sort. The problem situations vary widely in
nature, including problems concerned with: the esti¬
mating of costs of simple home repair projects, eval¬
uating and checking simple business transactions,
understanding and ability to make use of basic arith¬
metic, algebraic, and geometric concepts, employ¬
ment of and familiarity with various units of meas¬
urement, the use of tables, scale drawings, and graphs,
a knowledge of indirect measurement and approxi¬
mate computation and estimation, understanding of
some of the mathematical aspects of insurance, taxa¬
tion, installment buying, investment and statistics,
etc.
At the college level, in place of a comprehensive
test of general mathematical ability, examinations
are provided for a number of special courses in college
mathematics (such as the United States Armed
Forces Institute Examination in College Algebra,—in
Analytic Geometry,—in Plane Trigonometry, etc.).8.Use of the Battery as a High School Equivalence
Examination
It is expected that this battery of tests will be used
primarily, so far as war veterans are concerned, as a
“high school equivalence examination,” that is, as a
basis for determining whether or not a veteran who
never attended or never completed high school has
nevertheless acquired the equivalent of a general high
school education. To use the scores on these tests
for this purpose, individual schools (or groups of
schools) must determine for themselves what critical
scores on the individual tests, or what average score
on the five tests, or both, the veteran must exceed to
qualify for a high school diploma. One school, for
example, may require only that the veteran score
above 35 (standard score) on each of the five tests.
Another school may specify that his score on no test
may fall below 34, unless his average score on all
tests exceeds 45. Still another school may specify
that his average score must exceed 36, and that he
must score above 36 on Test 1 and above 34 on each
of the other tests. The foregoing are intended as il¬
lustrations only, not as recommendations. Schools de¬
siring recommendations concerning the establishment
of critical scores should consult the Handbook pre¬
pared by the Cooperative Study of Training and Ex¬
perience in the Armed Services, which may be se¬
cured from the American Council on Education, 744
Jackson Place, Washington, D. C.
It is expected that schools in different sections of
the countrywill set different standards on these tests,
and that individual schools or types of schools within
the same region may set different critical scores than
others. The norms presented in the following pages
should help the schools determine appropriate stand¬
ards, but some schools may wish to establish local
norms (with their own civilian students) to help them
further in the determination of appropriate critical
scores. As indicated earlier, the civilian forms (Form
B) of the tests are available for this purpose.
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II. NORMS FOR INTERPRETATION OF TEST RESULTS
1. The High School Standardization Program Region V: Northwestern States
Norms for the high-school-level Tests of General
Educational Development were established for a sam¬
ple of 35,432 public high school seniors tested in
April-June, 1943, just before graduation from a gen¬
eral (non-technical or non-trade) high school cur¬
riculum. The 814 schools in the standardization
sample were selected from the U. S. Office of Educa¬
tion mailing list of public high schools in the conti¬
nental United States. These schools were so selected
that their relative distribution by states (and by en¬
rollment classes within states) was approximately the
same as that for all (20,725) public high schools in
the country.
For each test, a weighted ^ frequency distribution
of raw scores was prepared for each state separately,
and these state distributions were combined into sum¬
mary distributions for the following geographical re¬
gions, corresponding to the areas served by the
principal accrediting agencies of the country:




Region IT. Middle Atlantic States
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^ For each test, a distribution of scores was made for each
school separately. (In any large school in which only a fraction
of the entire senior class had been tested, the frequencies in the
distribution for that school were weighted by the reciprocal of
that fraction.) These distributions were then combined into a
summary distribution for the schools in each enrollment class
(as classified in the U. S. Office of Education mailing list) in each
state separately. The schools represented in each of these dis¬
tributions constituted only a fraction of the total number of
schools in the corresponding enrollment class for the state in¬
volved. Accordingly, the frequencies in each of these distribu¬
tions were weighted by the reciprocal of this fraction for the
class involved. The weighted distributions for all five enroll¬
ment classes were then combined into summary distributions for
each state. Thus, for each test, the weighted frequencies in this
summary distribution for any state were approximately the
same as if all seniors in all schools in the state had been included








The regional distributions were then combined into
a nation-wide distribution of raw scores for each test,,
and the McCall T-scale technique * was applied to
each of these distributions to transform the raw scores
into standard scores. On this T-scale, a standard
score of 50 corresponds to the test performance of a
typical (median) graduating high school senior for the
country as a whole, while standard scores of 70, 60,
40, and 30 correspond, respectively, to percentile
ranks of 98, 84, 16, and 2 in the nation-wide distribu¬
tion. (The jiercentile rank of any standard score in
the nation-wide distribution for graduating seniors
may be found in the last column of Table 1, follow¬
ing.)
These standard scores have the same meaning ® for
and are therefore comparable for all five tests of the
battery. Tables for converting raw scores to stand¬
ard scores are printed on the scoring keys for the
various tests, so that the conversion may be quickly
and easily made at the time the tests are scored, and
so that only the standard score need be originally
recorded.
2. The Tables of Percentile Norms
Table 1 presents the norms for Test 1: Correctness
and Effectiveness of Expression. Norms are reported
separately for each of six geographical regions and
for the country as a whole. For example, in the New
England States a standard score of 62 fell at the 82nd
percentile in the weighted summary distribution,
that is, 82 percent of the New England high school
seniors made a standard score below 62. In the Mid¬
dle Atlantic States, 85 percent of the high school
seniors scored below the same standard score of 62.
Similarly, a standard score of 41 fell at the 20th per¬
centile in the distribution for the North Central
States, and at the 18th percentile in the distribution
for the entire country. The rest of Table 1, as well
as Tables 2-5, may be similarly read.
* See pages 505-508 of McCall, William A., Measurement,
The Macmillan Co., 1939, or pages 151-157 of Garrett, Henry
E., Statistics in Psychology and Education, Longmans Green and
Co., 1937.
* It is important to note that the standard scores used with
these tests do not have the same meaning as and are not com¬
parable with the “Scaled Scores” used with the tests published
by the Cooperative Test Service.
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Table 1: Percentile Norms for Test of Correctness and Effectiveness
of Expression (High School Level)
Percentile Ranks Corresponding to Various Standard Scores
for Public High School Seniors Tested at Time of Graduation
from a General (non-trade) High School Curriculum
r Pert;entile Ranks s
Region Region Region Region Region Region
I II III IV V VI
Standard (New (Middle (South- (North (North- (Cali- Total
Scores England) Atlantic) ern) Central) western) fornia) U. S.
74 99
73 98
72 98 99 99 99 99
71 97 98 98 98 98
70 96 97 98 98 98
69 95 96 99 98 99 98 97
68 93 95 98 97 98 97 96
67 92 94 97 96 98 96 96
66 91 93 96 95 97 96 95
65 89 91 95 94 96 94 93
64 87 90 95 93 94 93 92
63 84 88 94 91 92 90 90
62 82 85 92 90 90 87 88
61 80 82 90 88 88 85 86
60 78 79 88 86 86 83 84
59 74 76 86 84 84 79 82
58 70 72 85 81 82 75 79
57 67 68 82 78 78 72 76
56 63 65 80 75 75 68 73
55 59 61 77 72 71 64 69
54 56 57 74 68 67 59 66
53 52 53 70 65 64 55 62
52 47 49 66 62 62 50 58
51 43 44 61 58 58 46 54
50 40 41 58 55 54 41 50
49 36 37 53 50 51 37 46
48 32 34 50 46 46 32 42
47 28 29 46 42 42 30 38
46 25 26 42 38 39 27 34
45 20 22 39 35 34 24 31
44 16 18 36 31 30 20 27
43 14 16 33 27 26 17 24
42 13 ) 14 30 24 24 15 21
41 . J\2 27 20 21 14 18
40 10 9 24 17 18 12 16
39 7 7 21 15 15 10 14
38 6 6 18 13 12 9 12
37 5 5 15 11 11 7 10
36 4 4 13 9 9 5 8
35 3 3 11 7 8 4^ 7
34 3 2 9 6 7 3 5
33- >2 2 8 5 6 3 -4
32 1 1 7 4 5 2 4
31 1 5 3 4 2 3
30 4 3 3 2 2
29 4 2 2 1 2
28 3 2 2 1
27 3 1 1 1
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Table 2: Percentile Norms for Test of Interpretation of Reading
Materials in the Social Studies (High School Level)
Percentile Ranks Corresponding to Various Standard Scores
for Public High School Seniors Tested at Time of Graduation
from a General (non-trade) High School Curriculum
, Percentile Ranks
Region Region Region Region Region Region
1 II III IV V VI
Standard (New (Middle (South¬ (North (North¬ (Cali¬ Total
Scores England) Atlantic) ern) Central) western) fornia) U. S.
75 98
74 97
73 99 99 96
72 99 98 99 98 96 99
71 98 98 98 99 98 95 98
70 98 97 98 98 97 94 98
69 97 97 98 98 97 93 97
68 96 95 97 97 96 93 96
67 94 93 97 96 94 91 96
66 92 91 96 95 92 89 95
65 90 90 95 94 91 88 93
64 89 89 95 93 90 86 92
63 88 88 94 92 89 84 90
62 85 85 93 90 87 81 88
61 83 82 92 88 85 77 86
60 80 80 90 86 83 74 84
59 78 77 88 84 81 71 82
58 75 73 86 81 79 68 79
57 72 70 84 78 76 64 76
56 69 66 82 75 72 61 73
55 65 61 80 71 68 58 69
54 61 57 76 66 . 64 53 66
53 57 53 73 62 59 49 62
. 52 52 50 70 59 54 46 58
51 49 46 67 55 51 42 54
50 44 42 63 52 48 38 50
49 39 37 60 47 44 34 46
48 34 32 56 42 40 31 42
47 31 28 54 39 37 29 38
46 26 24 50 34 33 26 34
45 22 20 47 31 29 22 31
44 18 18 _43 28 25 19 27
43 15 15 40 24 21 17 24
42 12 13 36 21 18 15 21
41 11 11 32 19 15 13 18
40 9 9 29 16 13 12 16
39 8 7 26 14 10 10 14
38 7 6 22 12 8 8 12
37 6 5 19 10 6 7 10
36 5 4 16 8 5 6 8
35 4 3 14 7 4 5 7
34 3 2 11 5 4 4 5
33 3
,
2 10 4 3 3 4
32 2 1 8 3 2 2 4
31 1 6 3 2 1 3
30 1 5 2 1 1 2
29 4 2 1 2
28 4
, 2 1 1
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Table 3: Percentile Norms for Test of Interpretation of Reading
Materials in the Natural Sciences (High School Level)
Percentile Ranks Corresponding to Various Standard Scores
for Public High School &niors Tested at Time of Graduation
from a General (non-trade) High School Curriculum
. Percentile Ranks
Region Region Region Region Region Region
I II III IV V VI
Standard (New (Middle (South¬ (North (North¬ (Cali¬ Total
Scores England) Atlantic) ern) Central) western) fornia) U. S.
75 99 97
74 98 96
73 99 98 96
72 99 98 98 95 99
71 98 98 99 97 94 98
70 98 98 98 97 93 98
69 98 97 99 98 96 91 97
68 98 96 98 97 95 90 96
67 97 94 97 96 94 89 96
66 95 93 97 95 93 88 95
65 93 91 96 93 91 86 93
64 92 90 95 92 90 84 92
63 90 88 93 91 88 82 90
62 88 86 92 89 86 80 88
61 86 84 91 87 83 78 86
60 85 81 90 84 81 75 84
59 83 78 88 82 78 72 82
58 80 76 86 80 76 69 79
57 77 72 83 77 73 66 76
56 74 67 80 73 69 63 73
55 71 64 78 70 64 58 69
54 66 59 74 66 59 55 66
53 63 55 72 63 54 52 62
52 60 52 69 59 50 48 58
51 57 48 66 55 46 44 54
50 53 44 62 50 42 42 50
49 47 40 57 46 38 39 46
48 43 36 53 42 34 35 42
47 39 32 49 38 30 31 38
46 35 28 44 33 26 27 34
45 32 26 41 30 24 24 31
44 29 24 38 27 22 21 27
43 27 20 34 24 19 18 24
42 24 17 31 21 17 16 21
41 20 15 27 18 14 14 18
40 18 13 23 15 13 13 16
39 15 11 20 12 9 11 14
38 13 9 17 11 7 9 12
37 10 7 15 9 5 7 10
36 9 5 12 7 4 6 8
35 7 4 10 5 3 6 7
34 6 3 8 4 2 5 5
33 5 2 7 3 1 4 4
32 4 2 6 2 3 4
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Table 4; Percentile Norms for Test of Interpretation of Literary
Materials (High School Level)
.Percentile Ranks Corresponding to Various Standard Scores
for Public High School Seniors Tested at Time of Graduation




Standard (New (Middle (South¬





70 97 98 99
69 97 97 98
68 96 96 98
67 94 95 97
66 93 94 97
65 91 93 96
64 89 91 96
63 86 90 95
62 84 88 94
61 81 85 92
60 78 83 90
59 75 80 89
58 72 77 87
57 68 73 84
56 64 69 81
55 59 64 78
54 55 '60 76
53 50 56 73
52 45 52 70
51 42 49 67
50 38 45 63
49 34 41 60
48 30 37 56
47 26 32 53
46 23 29 49
45 21 26 44
44 18 23 40
43 15 20 36
42 13 18 33
41 11 15 30
40 10 12 26
39 9 10 23
38 7 8 20
37 5 6 17
36 4 5 15
35 3 4 13
34 2 3 11
33 1 3 9
32 1 2 7
Region Region Region
IV V VI





99 99 97 99
98 98 96 98
98 97 95 98
98 96 94 97
97 95 92 96
96 93 90 96
95 92 89 95
94 90 86 93
93 89 83 92
92 88 80 90
90 86 76 88
87 83 72 86
85 81 68 84
83 78 65 82
80 75 61 79
77 72 57 76
74 69 53 73
71 67 50 69
68 64 47 66
63 59 43 62
59 55 40 58
55 51 36 54
51 47 33 50
48 44 30 46
44 41 27 42
39 37 24 38
35 33 21 34
. 31 29 19 31
27 24 17 27
24 19 15 24
21 16 13 21
18 13 11 18
15 10 9 16
13 7 8 14
11 6 6 12
9 5 4 10
8 4 3 . 8
7 4 3 7
5 3 2 5
4 3 2 4
3 2 1 4
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Table 5: Percentile Norms for Test of General Mathematical Ability
(High School Level)
Percentile Ranks Corresponding to Various Standard Scores
for Public High School Seniors Tested at Time of Graduation
from a General (non-trade) High School Curriculum
Pen:entile Ran!ks ■ ■
Region Region Region Region Region Region
I 11 III IV V VI
Standard (New (Middle (South- (North (North- (Cali- Total
Scores England) Atlantic) ern) Central) western) fornia) U. S.
73 99 99 99
■72 98 98 98 99 99
71 97 98 98 98 99 98
70 96 98 98 97 98 98
69 95 97 99 97 97 96 97
68 95 97 98 96 96 96 96
67 94 96 98 95 95 95 96
66 92 95 97 94 94 94 95
65 91 93 97 93 92 93 93
64 89 92 95 91 91 91 92
63 87 91 94 90 89 88 90
62 85 89 93 87 86 87 88
61 83 87 91 85 83 • 85 86
60 81 86 89 82 80 82 84
59 79 84 87 80 77 79 82
58 75 81 85 76 74 77 79
57 73 77 83 73 71 75 76
56 71 73 80 69 67 73 73
55 68 70 77 66 65 70 69
54 65 66 74 61 62 66 66
53 63 63 70 58 60 62 62
52 59 58 66 54 54 59 58
51 56 54 63 50 50 57 54
50 53 49 59 46 46 54 50
49 50 46 55 42 42 50 46
48 46 41 51 38 38 46 42
47 43 37 47 34 34 41 38
46 39 33 42 30 28 36 34
45 36 30 38 27 25 33 31
44 31 26 34 23 21 30 27
43 27 22 30 20 18 26 24
42 25 20 28 18 16 23 21
41 22 17 25 16 14 19 18
40 19 14 22 13 12 16 16
39 16 12 19 11 11 14 14
38 13 10 16 9 9 13 12
37 11 9 14 8 8 12 10
36 9 7 12 7 7 10 8
35 8 6 10 5 6 9 7
34 7 5 8 4 5 8 5
33 5 4 5 3 4 7 • 4
32 4 3 4 3 3 5 4
13
m. DIRECTIONS FOR ADMINISTERING THE TESTS1.Administering the Tests
Before administering any one of the Tests of General
Edwational Development, the examiner should famil¬
iarize himself thoroughly with the test, preferably by
taking the test himself, and in any case by reading
carefully the directions to the student on the title
page and within the test booklet, and by noting the
types of test items and the manner in which the re¬
sponses are recorded on the answer sheet.
Each of the tests is to be administered under work-
limit conditions, that is, each studept should be given
as much time as he needs to complete the test. These
tests are intended to measure the student’s intellec¬
tual power, rather than his rate of work. This work-
limit feature is particularly important in the testing
of war veterans, who, because of their lack of recent
academic experience and relative unfamiliarity with
objective testing techniques, might be unfairly penal¬
ized by uniform and relatively short time limits, in
comparison with the civilian students for whom the
norms were established. Experience has shown,
however, that a period of 90 minutes per test is ade¬
quate for nearly all persons to whom the high-school-
level tests may be given.
Specially designed answer sheets are provided for
these tests. Where answer sheets are to be machine-
scored, students must record their responses by means
of a special pencil filled with electrographic lead, ob¬
tainable from the International Business Machines
Corporation, and must be given the usual special
directions for marking the sheets. If answer sheets
are to be hand-scored, any soft pencil with a good
eraser will do. If the students are urged not to make
any marks or calculations within the test booklet,
booklets may be used repeatedly. If so used, the
booklets should be carefully inspected and all marks
erased before each re-use.
The tests should of course be administered under
favorable examination conditions. Each student
should be provided with a good writing surface, with
adequate room for an 85" x 11" booklet and a sepa¬
rate answer sheet; the lighting should be adequate for
reading the smallest print in the test booklet; stu¬
dents should be seated so as to discourage copying;
no notes or books should be brought to the examina¬
tion room; the room should be kept quiet and the
students guarded against interruption; students tak¬
ing Test 5 (General Mathematical Ability) should be
provided with scratch paper; etc.
When large groups are to be tested, one proctor
should be provided for every 20-30 students. The
proctors will assist in distributing the materials, in
maintaining order, in answering questions concerning
procedure, and in supervising the students to make
sure that the directions for marking the answer sheets
are being followed.
The steps in administering any of the tests are as
follows:
1. Distribute the test materials and answer sheets
to the students, warning them in advance not to
open the test booklet until they are told to do so.
2. Direct the students to enter the identifying in¬
formation in the appropriate blanks on the an¬
swer sheet.
3. Read aloud the directions on the title page as the
students read them silently,^ (If answer sheets
are to be machine-scored, explain Carefully how
the answer sheets should be marked.)
4. Tell the students that they will have all the
time they need to finish the test, but that they
should not waste time. Tell them also that
they will not be penalized for wrong answers.
5. Answer any questions concerning the directions,
but tell them nothing that will help them answer
specific questions.
6. Tell the students to begin work.
7. As early as possible in the test period, inspect
the work of each student to make sure he is
following directions in marking the answer sheet.
If answer sheets are to be machine-scored,
make sure that each student is making his marks
heavy, black, and glossy; that his erasures are
complete; and that he is not making irrelevant
marks.
8. See that students who finish early leave quietly
without disturbing the others.
9. When all students have finished, count the book¬
lets and answer sheets to make sure all have
been collected. Future testings may be com¬
pletely invalidated if a single booklet gets into
the hands of unauthorized persons.10.If answer sheets are to be machine-scored, take
care thatiMine are creased or their edges broken.
Do not bind'with rubber bands unle^ protected
by stiff covering cardboards.
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2. Scoring the Tests
Before they are scored, the answer sheets should be
scanned for multiple answers, crossed out answers,
and careless erasures. Whenever more than one re¬
sponse is marked for the same exercise, all marks for
that exercise should be erased, to insure that no credit
will be given for that exercise in scoring. Crossed
out answers and incomplete erasures should be com¬
pletely erased.
If answer sheets are machine-scored, faint marks
should be blackened with a special pencil, and all ir¬
relevant marks erased.
Stencil scoring keys are provided. To score an
answer sheet, place the stencil key over the answer
sheet, so that the holes correspond to the position of
the correct responses, and count the crosses which
appear in the holes. The raw score is simply the
number of marks counted, or the number of correct
responses. In hand scoring, convert this raw score
immediately to a standard score by using the con¬
version table printed on the key, and record only the
standard score. In machine scoring, the raw scores
may be read, and the corresponding standard score
encircled on the table printed on the answer sheet.
Experience has shown that only a small proportion
of even highly trained scorers can be expected to se¬
cure satisfactory accuracy in a single scoring of a set
of answer sheets. An independent second scoring of
all answer sheets, with a third scoring in case of dis¬
agreements in first and second scoring, shotdd be con¬
sidered as essential.
It is unnecessary to describe in this manual the
scoring of answer sheets by means of the electrical
scoring machine. Institutions having these machines
also have adequate directions for using them.
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Directions: Each of the following incomplete statements or questions is followed by five choices. Select the one that
best completes the statement or answers the question, and put its number in the parentheses at the right.
1. Most children in the United States attend
schools that are supported primarily by
1-1 contributions from churches.
1-2 the Federal Government.
1-3 private endowments.
1-4 local and state taxation.1-5 tuition paid by the pupils 1( )
2. Which of these crimes is a misdemeanor?2-1 Murder
2-2 Arson
2-3 Burglary
2-4 Kidnapping2-5 Exceeding the speed limit 2( )
3. Which of these terms means most nearly
the same as “folkways”?3-1 Laws
3-2 Customs
3-3 Taboos
3—4 Beliefs3-5 Morals 3( )
4. Which of these was most characteristic of
the feudal period in Western Europe?
4r-l Rapid growth of cities4-2 Centralized government
4r-3 Rapid expansion of industry
4-4 Great commercial activity4-5 Sharp class divisions 4( )
5. AVhich of these taxes most clearly makes
allowance for the relative ability of tax¬
payers to pay taxes?5-1 Corporation tax
5-2 Excise tax
5-3 Income tax
5-4 Import tax5-5 Poll tax 5( )
6. Woodrow Wilson was a minority President.
This means that he6-1 received less than half of the popular
vote.
6-2 received less than half of the electoral
college vote.
6-3 was chosen by the House of Repre¬
sentatives.
6-4 served only one term.
6-5 belonged to a religious minority. . . 6( )
7. Which of the following types of lands is
found farthest north?
8.A reciprocal tariff is one in which
8-1 both political parties compromise.
8-2 the rates are low.
8-3 exclusion of foreign goods is sought.
8-4 all sections of the nation benefit
nearly equally.
8-5 two nations modify their rates on
each other’s goods 8( )9.Which one of the following is least likely to





9-4 Meat Inspection Act






10-5 Redeployment 10( )11.Governments set up archives in order to
preserve the





11-5 records of the past 11( )12.A typical daily newspaper derives the
largest part of its income from
12-1 subscriptions and newsstand sales.
12-2 advertising by commercial establish¬
ments.
12-3 payment for space by news-gathering
agencies.
12-4 want ads.
12-5 donations by political parties, labor
unions, etc 12( )13.For which of the following is no provision
made in any of the first twenty-two amend¬






7-5 Pampas 7( )
13-1 Abolition of child labor
13-2 Freedom of the press
13-3 Popular election of Senators
13-4 Woman suffrage
13-5 Abolition of slavery 13 ( )
Go on to the next page.
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Read the passage below before answering items 14
through 18. .
About 570 A.D. was born a person who completely
changed the religious, political, and social organization
of his people. He was a poor boy who tended sheep.
He went into the service of a wealthy widow who was
interested in caravan trade, and finally married her.
One day he heard a voice say, “Thou art God’s
Prophet, and I am Gabriel,’’ and over a period of years
he conceived his religious views from other revelations.
He converted his family to his beliefs, but the people in
general distrusted his monotheism. In 622 A.D. he had
to flee from his native city, but the people of Medina
accepted his teaching and the first mosque was built.
From that time on his religion spread rapidly.





14r-4 Mohammed.14-5 Christ 14( )




15-4 Turkey15-5 India 15( )
16. The flight of the Prophet in 622 A.D. is
referred to as16-1 the Diaspora.
16-2 the flight into Egypt.
16-3 the Hegira.
16-4 transmigration.16-5 nirvana 16( )
17. The Bible of this faith is the17-1 Zend-Avesta.
17-2 Koran.
17-3 Book of the Dead.
17-4 Rig-Veda.17-5 Analects 17( )





18-5 Buddhism 18( )19.When the President consults a legislator of
his party prior to making Federal appoint¬
ments within that legislator’s state, he is





19-5 senatorial courtesy 19( )
20. Which of the following is an example of
consumers’ goods?
20-1 A truck gardener’s truck
20-2 A plumber’s tools
20-3 A housewife’s coat
20-4 A stenographer’s typewriter20-5 A dancer’s shoes 20 ( )
21. How many states must ratify an amend¬
ment before it becomes a part of the Con¬
stitution of the United States?21-1 24
21-2 25
21-3 32
21-4 3621-5 48 21( )
22. Families in a veterans’ housing project con¬
tribute capital to start a grocery store.
Each family has a vote in managing the
business, and all families share in the
profits. This is an example of a22-1 credit union.
22-2 cooperative.
22-3 partnership.
22-4 holding company.22-5 stock company 22 ( )
23. The income of which one of the following
would tend to be most seriously affected by
severe inflation?23-1 A person living on an old-age pen¬
sion
23-2 A doctor
23-3 A worker in an industrial plant
23-4 A retail grocer23-5 A farmer 23 ( )
24. Which of the following has been used
by employers in connection with strike¬
breaking?24-1 Bill of attainder24-2 Injunction
24r-3 Picketing
24r'4 Filibuster
24r-5 Closed shop 24( )
25. President Andrew Johnson was impeached.
This means that he was25-1 removed from office.
25-2 not reelected.
25-3 convicted of malfeasance.
25-4 officially charged with misconduct in
office.25-5 tried by the Supreme Court. ... 25 ( )
26. In the United States, which one of the
following issues was the first to be excepted
from a Governmental policy of laissez




26-5 Unemployment 26( )
Go on to the next page.
- 4 -27.The reason why public opinion polls fre¬
quently predict election outcomes with
fair accuracy is that the surveys are
27-1 made only a few weeks before the
election.
27-2 conducted in all states.
27-3 based on a representative sample of
voters.
27-4 influential in changingvoters’ minds.
27-5 reported widely in the press and on
the radio 27( )28.Which of these powers of government is of
the class designated as “concurrent” in the
United States?
28-1 Regulating marriage and divorce
28-2 Regulating interstate commerce
28-3 Granting titles of nobility
28-4 Coining money
28-5 Levying taxes 28( )29.According to Karl Marx, which of these
factors has the greatest influence in de¬





29-5 Educational level 29( )30.In modern Russia, the “soviet” is a
30-1 representative council.
30-2 territorial division.
30-3 secret organization for espionage in
other countries.
30-4 labor union.
30-5 member of the Communist Party. . 30( )31.Which of the followingwould bemost likely
to receive wages}
31-1 A smelter worker
31-2 A lawyer
31-3 An insurance salesman
31-4 A school teacher





32-5 coal 32( )33.Community regulations for zoning are
found in
33-1 the Constitution of the United
States.
33-2 state statutes.
33-3 city charters. ■
33-4 municipal ordinances.
33-5 local court records 33( )
The figures above represent several types of arches which
have been used to solve the problem of supportingweight
above an opening. Items 34 through 36 refer to these
figures.34.Which of the figures represents the arch






34-5 E 34( )
35. Which of the figures represents the post and






35-5 E 35( )
36. Which of the figures represents the arch






36-5 E 36( )
37. Which one of the following does not charac¬
terize the culture of any people?
37-1 It is communicated from generation
to generation.
37-2 It is biologically transmitted.
37-3 It includes knowledge, beliefs, tech¬
niques.
37-4 It includes modes of communica¬
tion.
37-5 It is common to all in a society. . . 37( )
Go on to the next page.
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38. Which of these statements concerning the
President’s veto power is not true?
38-1 A vetoed bill must be returned to
the house in which it originated.
38-2 A bill may be passed over a Presi¬
dential veto.
38-3 The Presidentmust state his reasons
for vetoing a bill.
38-4 The President may veto part of a
bill.38-5 The veto is the President’s check on
legislation 38( )
39. Which of these is an implied power of
Congress?39-1 To lay and collect taxes
39-2 To borrow money
39-3 To establish post offices
39-4 To raise and support an army39-S To build lighthouses . 39( )
40. Migrant workers in the United States are
most commonly employed40-1 on farms.
40-2 in mines.
40-3 as salesmen.
40-4 in factories.40-5 in government service 40 ( )
41. A “whispering campaign” is a campaign
which41-1 is not hotly contested.
41-2 involves a house-to-house drive for
votes.
41-3 involves spreading malicious stories
about a candidate.
41-4 keeps secret the amount of party
funds spent.
41-5 makes no use of the radio 41 ( )
45. Which of these insurance policies would
one buy to secure protection for a limited
time at the lowest cost?
45-1 An annuity
45-2 An endowment
45-3 Renewable term insurance
45-4 Ordinary life insurance45-5 Limited payment life insurance . . 45( )
46. Most continental steppes are scenes of46-1 dairy farming.
46-2 fruit raising.
46-3 grazing.
46-4 corn and hog farming.46-5 irrigation farming 46( )
47. All of these groups may now be covered by
the Federal Social Security Act except47-1 domestic workers.
47-2 factory workers.
47-3 miners.
47-4 private school teachers.47-5 farmers ‘ . . . 47( )
48. The term “Indo-European” is correctly
used in speaking of48-1 climate.
48-2 nation,
48-3 religion.
48-4 language.48-5 complexion 48( )
49. The doctrine of manifest destiny was used
to justify which of the following?49—1 The Emancipation Proclamation
49-2 The terms of the treaty at the close
of the Mexican War
49-3 The exclusion of Chinese labor
49-4 The Alabama claims





42-5 race. 42 ( )




43-3 Presidential messages to Congress.
43-4 city government.43-5 diplomacy 43 ( )
44. Political machines control many American
cities largely because of44-1 Federal patronage.
44r-2 the failure of the majority to take
action.
44r-3 the preference of Americans for boss
rule.
44-4 the influence of the foreign-born.
44-5 the superior municipal services ren¬
dered by machines 44( )
50.A man held in jail without knowledge of
the reason why he is being held can de¬
mand a
50-1 writ of habeas corpus.
50-2 writ of assistance.
50-3 bill of attainder.
50-4 writ of mandamus.
50-5 bill of rights 50( )
Go on to the next part.
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Directions: This part consists of a number of passages, each followed by several multiple-choice items based on the
passage. In each case you are to read the passage carefully first, and then decide which one of the choices given after
each incomplete statement or question best completes the meaning of the statement or answers the question. Put
the number of your choice in the parentheses at the right of each item. If you cannot decide, you may go back to
the passage.
Crime, like all behavior, is the response of a person to
his surroundings; and conditions outside the offender
which contribute to his criminality are, therefore, just as
important as the personality of the offender. Probably
everyone has noticed that more “tough” boys seem to
come from certain parts of cities than from other parts;
this has often been proved so far as known delinquents
are concerned. You can take a large map of a city and
make a dot or stick a pin at the street address of every
person who has appeared before juvenile court or been
found guilty of misconduct, and the dots or pins will
cluster in some sections of the city and be comparatively
few in other sections.
Generally speaking, the areas of greatest delinquency
are what have come to be known as the slum areas of
these cities. Usually they are the parts of the city near
the business center or the centers of heavy industry; they
are the areas of poorest housing, run-down appearance,
where the families of low income live. Such sections
have been a common product of the growth of American
cities. As commerce and industry grow and invade new
parts of the city, residential areas near by become less
desirable and families gradually move away. The va¬
cated dwellings are not kept up. Rents in these areas
fall to a point that attracts the families of the lowest
incomes. Often the population changes more rapidly
than in other parts of the city. A result of all this is that
neighborhood standards, social organization, opportuni¬
ties for play, and other constructive influences are weaker
than elsewhere.1.The best title for this passage would be
1-1 Juvenile Delinquency.
1-2 Population Changes.
1-3 Conditions Conducive to Crime.
1-4 Lawbreaking—Its Causes and Cures.
1-5 The Growth of American Cities. . . . 1( )2.The mciin thought of this passage is that
2-1 young people frommiddle- and upper-
income groups do not commit crimes.
2-2 poor surroundings tend to produce
delinquency.
2-3 criminals are bom with bad tend¬
encies.
2-4 immigrants are more likely to become
criminals than are native-born Amer¬
icans.
2-5 rural areas have low crime rates. . . 2( )
3. If a person accepts the author’s viewpoint,
what would he be likely to suggest to reduce
the rate of crime in the neighborhood de¬
scribed?
3-1 A greater number of factories and
commercial houses
3-2 Better schools
3-3 A more efficient police force
3-4 Slum clearance and housing projects3-5 Improved transportation facilities . . 3( )
4. The author Implies that middle-class neigh¬
borhoods have less delinquency for four of
the following reasons. Which is not one of
these reasons?4—1 Higher standards of behavior
4-2 Less poverty
4-3 Better recreational facilities
4-4 Stronger social control
4r-5 Higher intelligence 4( )
Go on to the next page.
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5.The event commemorated by the cartoon
above is
5-1 Hitler’s attack on Poland.
5—2 Japan’s attack on Pearl Harbor.
5-3 Russia’s attack on Finland.
5-4 Mussolini’s attack on Ethiopia.
5-5 Franco’s attack on the Loydists. . . 5( )6.The implication most vividly conveyed by





6-5 bravery 6( )
If America is to maintain its democratic way of life,
a larger number of people with ability must function
competently in all parts of our life. We must use fully
all our human resources if we are to have the necessary
personnel to administer efficiently the work that society
must have done.
There is enough native ability in America to provide
the skilled individuals who are needed to solve the prob¬
lems. It is demonstrable that some of the ills of the
present are directly traceable to our failure to use trained
people. Because of our status system we have main¬
tained many people of inferior ability and training in re¬
sponsible jobs who should have been eliminated to permit
competent people to rise from lower levels to fill these
higher places. We must spread the net wider to find
people of talent wherever they exist, and we must permit
them to compete with everyone for the prized positions.
The rewards of talent and hard work must be made more
secure and more sure.
7.The author of the passage above wishes to
facilitate




7-5 a high level of employment 7 ( )8.The author suggests that holders of key
positions are
8-1 usually easy to find.
8--2 frequently too well paid.
8-3 usually the better trained persons.
8-4 well selected for the type of work
they do.
8-5 not always worthy of their positions.. 8( )9.What is the best example of our failure to
use human resources wisely?
9-1 A psychiatrist working with elemen¬
tary school children
9-2 A college-trained Negro running an
elevator
9-3 A comedian performing on the radio
9—4 A high school girl clerking in a store
on Saturdays
9-5 An illiterate collecting garbage . . . 9( )10.The author assumes that, contrary to our
usual beliefs, the United States has
10-1 an equalitarian society.
10-2 few human resources.
10-3 a democratic way of life.
10-4 a social class system.
10-5 a lack of native ability 10( )11.To carry out his thesis, the author would
probably advocate
11-1 a revolution eliminating the aris¬
tocracy.
11-2 scholarships for children from low-
income groups.
11-3 increased immigration.
11-4 premiums to attract people into less
desirable jobs.
11-5 talent shows to find amateurs of
ability 11( )
Go on to the next page.
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Few places show such striking contrasts as Java, the
richest island in the East Indies and the heart of the
Netherlands’ eastern empire.
First, this island is near the equator, and heavy rains
tend to clothe much of it with tropical forests as dense as
those of the Amazon or the Congo. In such regions the
people are usually few as well as indolent and backward.
But Java has a larger population than any other region
of comparable size. For every square mile it has about
820 people. Though it is smaller than the state of New
York, it hasmore people than all the states of the Atlantic
seaboard from Maine to Virginia. And these people are
industrious and healthy. So neat and well kept are the
towns and the plantations that travelers call Java a
“tropical Holland.”
Second, the native population has an ancient civiliza¬
tion, little changed by long contact with Europeans.
Food, dress, and customs are much the same as theywere
centuries ago. Yet, much of Java’s wealth comes from
meeting the world’s most modem needs—^needs for com¬
modities such as petroleum and rubber.
Strangest contrast of all, this great, rich island is
controll^ by the little Kingdom of the Netherlands,
which is on the other side of the globe from it. This
mling country is only about a quarter as large as Java
and has only a fifth as many people. But the farsighted
Dutch policy of treating the native people as equals, even
to intermarriage with them, has made most of them as
loyal as the Dutch settlers themselves.12.The author of this passage implies that the





12-5 unhappy 12( )13.It is likely that most of Java’s export trade
is carried on with
13-1 industrial nations.
13-2 other East Indian islands.
13-3 Australia.
13-4 China and India.
13-5 South American nations 13 ( )14.“Tropical Holland” is an appropriate nick¬
name for Java because of
14—1 the density of the tropical forests.
14r-2 Dutch control of Java.
14—3 the retention of ancient civilization.
14-4 intermarriage.
14—5 the cleanliness and industry of the
people 14( )15.Which condition has changed most since
the passage was written?
15-1 Distribution of the population in
Java
15-2 The source of Java’s wealth
15-3 Climatic conditions in Java
15-4 The political status of Java
15-5 Size and population of the Nether¬
lands 1S( )
16. The passage may be described as
16-1 well organized.
16-2 imaginary and farfetched.
16-3 difficult to follow.
16-4 biographical.16-5 confus^ 16( )
********
Six persons who were interviewed expressed opinions
about aid for Europe as follows:
A: “The United States should give just enough money
and food to prevent chaos.”
B: “Giving aid to European nations will make paupers
of the people of Europe.”
C: “Since those folks are in dire need, we should help
them all that we possibly can.”
D: “If we aid European countries, they will help us in
case of future war.”
E: “It is not sound economy for the American taxpayer
to give money without expectation of any return.”
F: “Aid to Europe will cause higher prices at home.”
17. Which person fears inflation most?17-1 A
17-2 B
17-3 D
17-4 E17-5 F 17( )




18-4 D18-5 E 18( )
19. The viewpoints of which persons seem to
be most nearly based on the same motives?19-1 A and E
19-2 B and E
19-3 C and D
19-4 D and B19-5 E and F 19( )
20. Which person suggests by his answer that




20-4 E20-5 F 20( )
21. If he were consistent, which person would
probably not support government relief




21-5 F 21( )
********
Go on to the next page.
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The first specification for our kind ofworld is not peace
but freedom. We have enjoyed freedom so long and
take freedom so easily for granted that we have to re¬
mind ourselves of that. Next after freedom comes jus¬
tice, for large numbers can enjoy freedom only in a frame
of order. Peace comes third. Peace we need and yearn
for, but peace comes third, because, if freedom and justice
lack, we shctll not ourselves be peaceful.
Freedom is to be had in only one kind of world. That
is a world in which power is widely distributed and bal¬
anced—a world of complex balance of power. The most
obvious alternative, a world in which power is concen¬
trated at a single point, spells empire and tyranny. A
simple balance, like the present one between the United
States and Russia (i.e., two armed camps), does not serve
freedom or justice or peace; it is dangerous and unstable.
If a new complex balance does not soon replace the pres¬
ent simple confrontation, world empire will ensue and
freedom be destroyed.
25.The type of balance of power advocated by
the author could best be brought about by
25-1 disarming the U.S.S.R.
25-2 policing small states through the
United Nations.
25-3 strengthening such nations as Great
Britain, France, and Canada.
25-4 relinquishing all colonial holdings.
25-5 world-wide patrol by the United
States Navy 25 ( )26.The possibility of what type of control does
the author fail to consider?
26-1 Several powers equally balanced
26-2 A single empire
26-3 Two opposing powers
26-4 A world federation
26-5 Wide distribution of power .... 26( )22.Wherewould one be most likely to find the
passage quoted above?
22-1 In a campaign propaganda leaflet
22-2 In the Encyclopedia Americana
22-3 In an editorial column
22—4 In a high school textbook
22-5 In the news section of a daily news¬
paper 22( )23.When the author describes the present
situation between the United States and
Russia as dangerous, he is stating
23-1 an opinion which is widely held.
23-2 an untruth.
23-3 a fact for which proof is given in the
excerpt.
23-4 a viewpoint which Russians accept
but Americans do not.
23-5 a personal opinion which is shared
by few 23( )24.With which of the following statements
would the author be most likely to agree?
24-1 War is never justified under any
circumstances.
24-2 War is the best way to settle dis¬
putes between nations.
24-3 War can be prevented if the world is
divided into two equal armed camps.
24-4 War may be necessary to secure
liberty and justice.
24-5 War will destroy Asiatic civiliza¬
tion 24( )
**««***«27.In the cartoon above, Stalin is suggesting
that the United States
27-1 is too large and powerful.
27-2 has too much food.
27-3 has more regard for money than for
justice.
27-4 is too concerned about money.
27-5 uses financial aid to dominate other
countries 27( )28.The act of painting in the cartoon is sym¬
bolic of
28-1 the Iron Curtain.
28-2 freedom of the Soviet press.
28-3 name-calling.
28-4 Stalin’s artistic ability.
28-5 Russia’s control of world resources. 28( )
Go on to the next page.
29. The figure above ismost accurately called a
29-1 geological table.
29-2 chart of rulers.
29-3 genetic table.
29-4 genealogical table.29-5 table of ruling houses 29( )




30-4 Edmund30-5 Henry IV 30( )
31. It has been said that Henry VII united the
Houses of York and Lancaster. This is
true because31-1 he belonged to the House of Lancas¬
ter and married into the House of
York.
31-2 his father was of the House of York
and his mother of the House of
Lancaster.
31-3 he was a direct descendant of Ed¬
ward HI who was father of both
Houses.
31-4 his grandfather was Henry VI of the
House of Lancaster, and he married
Elizabeth of the House of York.31-5 Henry VIII was his son 31( )
32. Edward IV was Henry VIII’s32-1 father.
32-2 uncle.
32-3 grandfather.
32-4 nephew.32-5 great-grandfather 32 ( )
33. The accession of Henry VII marked the
close of the33-1 Crusades.
33-2 War of the Roses.
33-3 Hundred Years’ War.
33-4 Peasants’ Revolt.
33-5 Reformation 33( )
-lo¬
ci) Although our income is derived entirely from
farming operations, we believe that the Agricultural Ad¬
justment Administration should be entirely discontinued
as soon as possible. (2) We believe the majority of
farmers feel the sameway about it, as this agency is a long
step toward regimentation and the communist philosophy.(3)As for raising the price of wheat and cotton, the
main excuse for its existence, it has done nothing.(4)The 61st annual report of the Chamber of Commerce
of Minneapolis shows that the average price of wheat for
the eight years before AAA was $1.20; for the eight years
since, it has been $1.13.(5)In addition to the fact that the cash price of wheat
was 7 cents lower after AAA, there were millions of
dollars appropriated for the agency, and millions of this
were used for propaganda and political purposes.34.The passage above is probably taken from
34^1 a reader’s letter to the editor of a
newspaper.
34r-2 the Encyclopaedia Britannica.
34r-3 a textbook in economics.
34—4 a news article.





35-5 protectionistic 35 ( )36.Sentence 2 can best be described as
36-1 an opinion which most intelligent
persons would think needed further
definition and supporting evidence.
36-2 a fact which is proved by sentences
3, 4, and 5.
36-3 an assumption which most Ameri¬
cans would accept without question.
36-4 an opinion with which intelligent
readers would readily agree.
36-5 a fact which any intelligent person
would accept as it stands 36( )37.What additional information ismost needed
in sentence 4 before the reader can judge
the significance of the statement?
37-1 The date of the 61st annual report
cited
37-2 What people are represented in the
Minneapolis Chamber of Commerce
37-3 The high and low prices of wheat
during both periods
37-4 The page of the report cited and the
author
37-5 Other factors besides theAAAwhich
might have affected the general price
level 37( )
Go on to the next page.
- 11 -38.In order to judge the validity of the main
ideas in sentence 5, it is necessary to know
four of the following. Which one is ir-
relaianfi
38-1 How many millions of dollars were
appropriated to the AAA
38-2 How much wheat 7 cents would buy
38-3 What years are referred to
38-4 The purposes for which all AAA
money was used
38-5 What the author considered “propa¬
ganda and political purposes” . . . 38( )
39.The amount of money appropriated to the
AAA during a particular period could be
found most readily in
39-1 the Congressional Record.
39-2 a Presidential message.
39-3 newspaper files.
39—4 the Farm Journal.
39-5 The World Almanac 39( )
In the imaginary country shown above, each letter represents a weather station.40.Which of the following factors probably




40-3 Proximity to ocean
40-4 Extent of rainfall
40-5 Location on river 40 ( )41.Most of the rainfall at D falls during the






41-5 August ■ . . .41( )
42. Which of these stations will have the great¬





42-5 E 42( )
43. Although both ranges are small, the daily
range of temperaturewill exceed the annual





43-4 D43-5 E 43( )
44. The heaviest annual precipitation will




44-5 F.‘ 44( )
If you finish this part before the time is up,
you may go back and work on either part.
0 3 7 11 15 19 23 27 31 35
Number wrong 1 1 1 1 1 1 1 1 1 1
2 6 10 14 18 22 26 30 34 -f-




Raw Score on Part II = Difference,
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1) the West Indies. 3) Costa Rica.
2) Puerto Rico. 4) the Philippines.
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At the present time, the island of Puerto Rico has a larger population than can be well supported by its own
agriculture. It appears that it is headed toward serious difficulties unless industries that will employ more people
and increase their income can be introduced. Mass migration to other less populated islands of the West Indies or
to the United States is a possible solution. There has already b^n a considerable migration to the United States,
but the population increase has more than offset this loss.
Nearly every humanitarian who visits Puerto Rico realizes the situation and proposes some sort of remedy. One
of the most common is that the large holdings now devoted to sugar cane should be divided into small farms and
that the people should be encouraged to raise subsistence crops instead of sugar cane. It seems extremely doubtful
whether such a method of distribution of wealth would improve conditions, since sugar cane produces a greater
value per acre than any other crop thatmight be grown and the wages earned are sufficient to buy a greater amount
of food than could be produced on the land.
It appears that if more industries were introduced, either privately owned or co-operative, to absorb the avail¬
able cheap labor of the island, this would furnish more satisfactory working conditions for the laborers and a fair
degree of security for the owners could be provided. A limiting factor in such a program is the lack of coal and
timber. Waterpower could be developed, however, to furnish considerable energy for industrial plants.
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1. What is the nature of the Puerto Rican problems




2. Which of these statements best characterizes the
writer’s attitude toward the problems of Puerto
Rico discussed in this passage?
1) These are crucial problems, but their solution
is fairly simple.
2) The problems are so difficult that they cannot
be attacked successfully.
3) By careful planning, Puerto Rico can solve
some of her most crucial problems.
4) Puerto Ricomust appeal at once to the United
States for help.
3. What is the writer’s main purpose in the second
paragraph?
1) To propose a solution to a problem.
2) To explain why certain proposed solutions
will succeed.
3) To point out that the problem does not really
exist.
4) To argue against a proposal.
4. What is the writer’s proposed solution to Puerto
Rico’s problem?
1) He does not offer any definite proposal.
2) To force a large migration to the United
States.
3) To establish industrial plants.
4) To divide up the large plantations.
5. What has been largely responsible for many of
Puerto Rico’s problems?
1) Extensive migration to the United States.
2) The large sugar companies.
3) The lack of coal.
4) The high birth rate.
3
JOSEF PILSUDSKI
To twentiety-century Americans, the career of Josef Pilsudski, the post-World War dictator of Poland, appears
fantastic. But when we recall the exploits of the heroes in our own early history, we begin to appreciate what the
Polish people must feel for Pilsudski. For centuries, Pilsudski’s homeland had a history of contrast and violence.
Subjugated for long periods of time by foreign kings, repeatedly divided among her hostile neighbors, and enjoying
only brief respites from the yoke of her oppressors, Poland has nevertheless maintained an undying national spirit.
Her continued efforts for national independence have produced a remarkable breed of Polish leaders, none ofwhich
has ever had her interests more at heart than Pilsudski.
In 1867, when Pilsudski was born, Poland was suffering under the heel of the czars. Of noble birth, Pilsudski
should have accepted the situation as did others of his own class; but Pilsudski early developed an obsession that
was to color his entire life. Carefully instructed in the exploits of Polish patriots by his aristocratic mother, he
underwent untold agony and confusion when he was later forced to attend a Russian school at Vilno. There his
teachers, his textbooks, and his fellows ridiculed his early teachings. So violent was his reaction that, at fifteen, he
organized the club Spojnia, whose purpose was to glorify Polish traditions and plan for her liberation. Later when
Pilsudski was attending the university at Kharkow, he was expelled because he had forsaken his birthright and
joined the Socialist party—at that time the only effective revolutionary organization.
Pilsudski’s revolutionary activities caused him to spend many years in exile. In 1887 he was banished to Siberia
for five years because his name had been found in the pocket of a person arrested on suspicion of assassinating the
Czar. Returning to Russia, he formed the Polish Socialist party and founded the radical paper Robotnik (“The
Workman”), in which he propagandized for his ideal. Discovered and convicted, he feigned insanity so successfully
that he was sent to an asylum from which he subsequently escaped through the aid of one of his own party mem¬
bers. When the Russo-Japanese war broke out he sailed to Tokyo for the purpose of forming a Polish Legion. Un¬
successful in this, he was able, however, to form the famous army of sharpshooters which he placed at the service
of Austria in the firstWorld War. He returned to Poland when that country was occupied by Germany, and by the
time the war was over he had so effectively identified himself with his country’s cause that he was made Chief of
State and First Marshal of the newly created Polish Republic.
As Chief of State, Pilsudski became virtually dictator of Poland. Resigning three times, two of them forced resig¬
nations, he nevertheless maintained a very close supervision over his country until his death in 1935. Believing as
he did that Poland had been rushed into existence, Pilsudski would not allow a weak central government. He rec¬
ognized that Poland would have to work out her own internal economic policies and her foreign relations, and he
ruled her with a hand of iron. Paradoxically enough, he didn’t believe in dictators. He once said before the National
Assembly, “Dictatorships always end disastrously—history has proved that—one of two things always happens.
Either the dictator dies or the people grow tired of him and throw him out. No mortal man can command eternal
fidelity from even one person—let alone millions.”
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6. As Pilsudski is described by the writer, with






7. What relationship did Russia have to Poland
when Pilsudski was a young man?
1) Poland was a part of Russia.
2) Russia was Poland’s enemy but did not rule
her.
3) Poland was in open revolt against Russia.
4) Poland was engaged in civil war.
8. This writer implies that Pilsudski joined the So¬
cialist party for which of the following reasons?
1) He wished to overthrow the government.
2) He believed in socialist ideals.
3) He disliked Russian educational practices.
4) He wished to become dictator of Poland,
9. What is the writer’s main purpose in the second
paragraph?1)To show how the Russians suppressed the
Poles.
’
2) To describe the Russian attitude toward the
Polish people.
3) To explain how Pilsudski got his political
views.
4) To show how badly Pilsudski was treated in
school.
10. Which of these is the most appropriate heading
for the third paragraph?
1) His Early Life.
2) His Socialistic Activities.
3) His Rise to Power.
4) His Exile.
11. Which of these best characterizes Pilsudski as de¬
scribed jn this passage?
1) A wily politician.
2) A traitor to Russia.
3) A sincere patriot.
4) A selfish dictator.
12. What was Pilsudski’s obsession?
1) To free Poland.
2) To gain personal glory.
3) To become dictator of Poland.
4) To convert Poland to socialism.
13. What does the writer try to do in the last para¬
graph?
1) To condemn Pilsudski for his failure to make
Poland a democracy.
2) To show that Pilsudski’s political ideas were
constantly changing.
3) To describe Pilsudski’s career as a Polish
leader.
4) To justify Pilsudski’s assumption of dicta¬
torial powers.
14. What appeared to be Pilsudski’s main concern
while he was dictator of Poland?
1) He was afraid that the Republic would fail.
2) He was afraid that another leader would take
his place.
3) He was afraid that Poland would be invaded.
4) He was afraid that he would leave no suc¬
cessor when he died.
15. In what respect did Pilsudski’s early career most
resemble that of Mussolini?
1) Both set out to become dictator of their own
country.
2) Both operated newspapers.
3) Both forcefully seized the government.
4) Both opposed the socialists.
16. Why did Pilsudski go to Japan?
1) To study military strategy.
2) To fulfil a diplomatic mission.
3) To spy upon the Japanese Army.
4) To help defeat Russia.
17. What may we infer from this passage concerning
Pilsudski’s career as dictator of Poland?
1) That he was hated and feared by the Polish
people.
2) That he experienced considerable opposition
at home.
3) That he patterned his government after the
Russian government.
4) That he believed Poland should quickly be¬
come a true democracy.
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Nationalism, a product of the French Revolution, was in its beginning a high ideal. Its aim was to liberate
humanity from absolutism, to transfer sovereignty from the royalty to the people. From it sprang individual free¬
dom, the rule of taw, free election, and representative government; but in time the ideal of national sovereignty
became a dogma on which all international relationships were based. Each nation, proud of its independence, re¬
fused to grant concessions to any other nation. Each put its own rights and interests first.
The extent to which nationalism permeates international agreements is exemplified in the Disarmament Con¬
ference of 1932 to 1934. Delegates from all of the sovereign nations came to this conference, but they had no vision
beyond the safeguarding of purely national interests, so this comedy of “disarmament” turned into a tragedy of
intrigue. Secret rearmament followed, and such tragedies will always recur as long as sixty or eighty nations are
allowed to claim uncontrolled national sovereignty with freedom to act regardless of the rights of other nations.
18. According to this writer, what was an important
factor in the development of nationalism?
1) The writings of certain political thinkers.
2) The denial of the right to vote to the common
man.
3) The desire to escape from despotism.
4) The demand for better education for the com¬
mon people.
19. What is the writer’s main purpose in the last
paragraph?
1) To illustrate his main point.
2) To present a second point.
3) To refute an argument.
4) To propose a remedy.
20. Judging from the above passage, which of these
statements would the writer be most likely to
indorse?
1) All nations should be abolished in favor of a
single international state.
2) Nationalism was a mistake from the start.
3) As long as we have nations we will have wars.
4) Nations should become less self-centered.
21. Which of the following is the most appropriate
title for the above passage?
1) Nationalism—Once an Asset, Now a Liability.
2) The Disarmament Conference.
3) A Result of the French Revolution.
4) Recent Advances in International Thinking.
22. Which of these best expresses the central thought
of the last paragraph?
1) World disarmament is impossible.
2) International conferences cannot succeed as
long as nations see only their own problems.
3) The Disarmament Conference could have
been a success if the agreement had been
reached properly.
4) International ^jeements cannot be made
binding, since there is no one to enforce them.
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It was in the field of law and jurisprudence that Rome made her most lasting and least controversial contribu¬
tions to later civilizatfon. Here Rome established the theory of the omnipotence of the state. Although the state was
theoretically supreme, it nevertheless exerted that supremacy to benefit and protect the individual and corporate
groups. For the first time in history the individual was recognized in legal doctrine and practice and guaranteed
immunity from arbitrary acts upon the part of his political superiors. Roman law surrounded the individual with
the conception of immunity from illegal invasion of his constitutional rights. It also perfected the theory of the
corporation, and established therewith notions of legality and immunity, comparable to those which it perfected
with respect to the individual.
Roman lawyers made many contributions to the techniques of legal procedure and the codification of legal
rules and principles. Roman law tried to make available the legal experience and wisdom of the race, as English
common law later tried to exploit the experiences and knowledge of the English communities. Roman law guided
many of the practices of the medieval church, both in its legal problems and in its organization. With the rise of
strong monarchies, Roman law not only contributed to the royal ideas and practices, but it also encouraged the
kings to destroy the notions regarding the supremacy of the church. If Roman law made for royal absolutism in
the Middle Ages, it became a force for popular rebellion in the modem era. It was the theory of Roman law that
the absolute power of the state rested upon popular consent—that the ultimate sovereignty in society resided in
the people.
23. What is the writer’s main purpose in the above
^passage?
1) To show why Roman law was supreme in its
day.
2) To explain the lasting principles of Roman
law.
3) To criticize the theory of Roman law.
4) To compare Roman law with English law.
24. Which of these was first introduced by Roman
law?
1) The theory that church and state should be
separated.
2) The classification of laws.
3) An emphasis on the rights of citizens.
4) The theory underlying corporations.
25. Which of the following types of governmental
organization approximated the theory of the
Roman law most closely?
1) Fascism as in Italy (after 1920).
2) Naziism as in Germany (after 1933).
3) Democracy as in the United States.
4) Absolute monarchy as in medieval England.
26. What aspect of Roman law was emphasized most
in medieval times?
1) The theory of central government.
2) The theory of corporate enterprise.
3) The theory regarding the rights of citizens.
4) The theory regarding classification of laws.
27. What aspect of Roman law has been emphasized
most in modem times?
1) The theory of central government.
2) The theory regarding the rights of citizens.
3) The theory regarding classification of laws.
4) The theory regarding the church.
28. With which of these statements would the writer
of the above passage be most likely to agree?
1) Roman law has impeded the progress of po¬
litical ideas.
2) Only kings and dictators benefit from the
theories of Roman law.
3) Roman law hcis influenced political ideas since
its beginning.
4) Roman law is the law of the dictator.
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America possesses great natural advantages in mass-production industry and in agriculture, and before the de¬
pression these advantages were exploited on the international market. The loss of this market created our most
serious maladjustments at home, although less than 10 per cent of our national production normally enters foreign
trade. If this 10 per cent could be segregated, it might be sacrificed without disastrous consequences to the country
as a whole. But it enters into the fabric of nearly every enterprise and every section of the country. When exports
slump, the general economy declines. A farmer in the MiddleWest or the South cannot buy the output of American
factories if his income has vanished. On the other hand, the cotton farmer in the South, having lost his export
market, inevitably turns to com and dairying, at the expense of the farmer of the Middle West.
Present economic maladjustments cannot be removed by drastic deflation, because the cost is too great and the
system too inflexible. They can only be removed by increased governmental intervention in private enterprise, or
by a general revival of the world market. Our present trade program does not assume that the American economy
can or should return to the 1929 pattern. It realizes that adjustments of both an economic and a social naturemust
continually be made; but it believes that by removing the rigidities in our present system due to excessive protec¬
tionism, the shock of the changes may be cushioned and the principle of compyetitive enterprise maintained.
29. What is the writer’s main purpose in the first
paragraph?
1) To show why the farmers depend upon the
manufacturers.
2) To explain our policy of foreign trade.
3) To criticize our policy toward international
trade.
4) To explain the importance of exports in our
economic structure.
30. The writer implies that one of the causes of the
last depression was one of the following. Which
is it?
1) An underconsumption of goods.
2) Our free-trade policy.
3) The loss of foreign markets.
4) The collapse of international credit.
31. What is this writer’s attitude toward a tariff
policy for the United States?
1) He is in favor of a high tariff on agricultural
products only.
2) He is in favor of the reduction of tariffs gen¬
erally.
3) He wishes to lower the tariff on farm products
and raise it on manufactured products.
4) The passage gives no clue.
32. Which of the following is implied in the passage?
1) The United States must return to the 1929
economic level.
2) The economic system is dependent upon a
number of interrelated factors.
3) The United States must depend on a certain
revenue from tariffs.
4) More than one-half of our agricultural and
industrial products are exported.
33. What is the writer’s belief concerning our ability
to change the economic system?
1) Our economic system is so complex that it
cannot be changed without disastrous results.
2) By careful planning we can gradually
strengthen the economic system.
3) Our economic system will gradually work out
its own improvement without governmental
help.
4) The passage gives no clue.
After the close of John Quincy Adams’ administration, no great leader in national affairs looked all around edu¬
cation, plumbed its depths, considered its relation to the nation, and, likeWashington, Jefferson, and John Quincy
Adams, staked his reputation upon urging its promotion in every department—from elementary instruction to the
highest inquiry and research. General tributes were paid to education by national statesmen, aspects of it were
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touched upon, and money was voted for its support. But exploration of its relation to government, economy, and
civilization was neglected by the directors of federal affairs after that time. Nor did leaders of great private affairs
dedicate high talents and powers of mind to this subject. They, too, offered praise to education and generously
poured out millions for private endowments. Occasionally they lauded, if pleased; and protested, if displeased; but
where in their writings, addresses, and testaments did they display anything like Washington’s or Jefferson’s en¬
compassing and penetrating grasp of the thought, activities, and expositions which they endowed?
In keeping with the ascendant conceptions of the age, leadership in educational advocacy, surrendered by Presi¬
dents and national statesmen, was carried forward by private citizens, local statesmen, and especially professional
educators. The break with the past was not absolute, of course; but the emphasis was different and other concep¬
tions of society, government, and public policy prevailed generally. The age was also marked for a time by civil con¬
flict; and then followed the exploitation of the continental domain, under different auspices and yet according to
Jacksonian theories of public policy, especially with respect to the disposition of natural resources, the obligations
of government, and the nature of its social responsibilities.
It is true that Congress passed in 1862 the Morrill Act, granting land for the establishment of colleges by the
states, and later subsidized agricultural experiment stations; that the Department of Education, soon reduced to
the status of a Bureau, was set up in 1867; and that President Ulysses S. Grant renewed the old recommendation
of a national university in his message of 1873. Still these events, however important in themselves, were incidents,
not primary concerns, in national politics.
37. Which of these is mentioned by the writer as a
factor which hindered the growth Of education
after the time of John Quincy Adams?
1) An interest in the development of the re¬
sources of the United States.
2) The granting of public lands to schools and
colleges.
3) The development of better methods of trans¬
portation and communication.
4) The Constitutional limitations placed upon
education.
38. Which of the following is implied by the writer of
this passage?
1) Educational institutions have been more pro¬
gressive because the government has never
controlled them.
2) The federal government should take over all
educational activities.
3) Education should remain local in character.
4) The federal government should have assumed
, a more active responsibility for education than
it did.
39. How does the writer characterize the various in¬
stances of interest in education shown by the
federal government since the time of Adams?
1) As being important evidences of a graduaf
growth of governmental control over educa¬
tion.
2) As being important in themselves, but not far-
reaching in their effects,
3) As being unimportant in themselves, but evi¬
dences of a significant change in policy.
4) As being highly significant.
34. What is the writer’s principal purpose in tht first
paragraph?
1) To point out how education has affected the
growth of the United States.
2) To point out a changed attitude toward edu¬
cation on the part of national leaders.
3) To explain why the early presidents favored
education.
. 4) To outline the development of education dur¬
ing the early phases of our national history.
35. Which of these statements best describes the
central thought of the passage?
1) Since the early part of the last century, the
attention of national leaders has turned away
from educational problems.
2) Education has always been an important na¬
tional issue in a political sense.
3) Educational problems no longer interest na¬
tional leaders.
4) Before President Jackson, many national
leaders were interested in education only in a
political sense.
36. Which of the following best explains why educa¬
tion is not primarily a function of the federal
government?
1) The federal government is expressly pro¬
hibited by the Constitution from controlling
education.
2) The Morrill Act expressly prohibits the fed¬
eral government from participating in educa¬
tion.
3) Our country, being a democracy, permits in¬
stitutions to grow as rapidly as they deserve.
4) Responsibility for education is left primarily
to the states. *
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Some economists hold that without a large and expanding foreign trade, no nation can enjoy prosperity,-and
thatwar is required in order to guarantee foreign markets. Tome, this notion belongs to a primitive era of economic
thinking. It is unfortunate that an excess of exports over imports was ever called a “favorable” trade balance,
because this word has built up a false impression. Such an excess is desirable only if the country possessing it owes
money to some other country, and needs surplus credit with which to pay interest. If, on the contrary, a country
has investments abroad larger than the foreign investment within its borders, it should have an "unfavorable”
balance of trade in order to receive interest payments.
A country like the United States can be happy and prosperous without having complicated international rela¬
tionships. This does not mean political isolationism. It simply means that a high general standard of living is usually
not well served when the emphasis is upon foreign trade and foreign investments. Economists also tell us that the
need of raw materials not available at home is not a good argument for war. One would suppose, from the speeches
of the dictators, that they are seeking products available only outside of their country, products which the wicked
Allies have seized and refuse to share with them. Historically this is not true. In peacetime, practically all the raw
materials throughout the world have been in private hands for sale to anybody who wanted them.
Since the time of Malthus, the problem of population pressure has been another excuse for war. The greatest
aggressors in modem times, however, have been countries where the birth rate was increasing little, or not at all.
The countries with the greatest population in comparison to natural resources, such as China and India, have not
engaged in aggression. Dictators like Hitler and Mussolini give away their arguments by saying that they must
have more room for their overcrowded people, and at the same time forbidding practices which tend to reduce the
birth rate. Eventually, experts tell us, the world population will stop growing, but by that time the arable land of
this planet, with modem scientific agriculture, could easily support four billion people, twice its present population.
That population, after a century and a half of rapid increase, is now stabilizing itself so that in the future, the
annual increase will be very small.
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40. What is thewriter’s main purpose in this passage?
1) To show why wars are fought.
2) To explain why warswill always be necessary.
3) To reject certain arguments for war.
4) To point out howwe can keep our country out
of war.
A.
41. Which of the following trade policies for the
United States would this writer be most likely to
indorse?
1) A trade policy which encourages large foreign
investments.
2) A trade policy which results in other countries
depending upon us for many products.
3) A trade policy which permits us to compete
with other countries for foreign markets.
4) A trade policy which encourages development
of home markets rather than foreign markets.
42. According to this writer, when should a country
attempt to build up a “favorable” trade balance?
1) When it has surplus capital at home.
2) When it has large foreign investments.
3) When it is in debt.
4) The writer states that this situation should
never exist.
43. What does the writer imply in the second para¬
graph?
1) That a high standard of living depends upon
a large foreign trade.
2) That any country can obtain raw materials if
it can pay for them.
3) That some countries are denied raw materials
by their geographical location.
4) That the Allies were unjust to the dictators.
44. Which of the following is the most appropriate
heading for the third paragraph?
1) Malthus and Population Pressure.
2) Overpopulation in China and India.
3) Dictators and the Birth Rate.
4) Excess Population as an Excuse for War.
45. What is the writer’s feeling toward the popula¬
tion problem of Germany and Italy?
1) That if these countries have such a problem,
it is their own fault.
2) That the Allies should have tried to help solve
these problems peaceably.
3) That these countries were overpopulated and
could expect little outside help.
4) That these countries were overpopulated, but
that this problem would naturally solve itself.
46. According to this writer, when should a country
import more goods than it exports?
1) When a country has an extensive domestic
trade.
2) When a country has no raw materials of its
own.
3) When a country owns a large amount of prop¬
erty in foreign countries.
4) The writer states that this situation should
never exist.
47. According to this writer, how can a country raise
its standard of living?
1) By building up a big trade with other coun¬
tries.
2) By removing all trade restrictions.
3) By concentrating on domestic trade.
4) By careful control of the resources of the
country.
48. Why isMalthus referred to in the last paragraph?
1) Because he wrote concerning population prob¬
lems.
2) Because he was the first dictator.
3) Because he was opposed to aggression.
4) Because he was one of the first scientists.
49. How would you characterize the writer’s remarks





50. What does the writer mean by the term “political
isolationism”?
1) The policy of not co-operating with other
governments.
2) The policy of eliminating all political parties.
3) The policy of prohibiting immigration from
foreign countries.
4) The policy of abolishing certain undesirable
political parties.
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Even the United States Supreme Court has been known to carry over a decision which fits^one case to another
quite unlike it. The interpretation of the anti-trust law got away to a very bad start because of this very thing.
The story is an interesting one. It happened in the 80’s that the state of Iowa, not content with being dry, also
passed an act forbidding the manufacture of alcoholic beverages even for sale outside the state, an act which seemed
on its face clearly to invade the province of interstate commerce. The act was, none the less, declared constitutional.
Mr. Justice Lamar, who wrote the opinion in the case, had no trouble in making up his mind, but experienced
great difficulty in contriving an argument for its validity. The thought eventually dawned upon him that what
Iowa was doing was regulating themanufacture ofwhiskey before it entered commerce. So he set down a distinction
between manufacture and commerce; then, after the manner of juristic writing, he translated that distinction into
very broad statements.
All would have gone along nicely save for the fact that shortly thereafter the government began the prosecution
of the Sugar Trust. It happened that Knight and associated companies had with modesty limited their owner¬
ships to about 98 per cent of the sugar holdings of the country. The defendants argued before the Supreme Court
that they had obtained control of the manufacturing of sugar and that, if interstate commerce was affected, that
was a mere incident to the control of production. The “trust-busters” on the bench were faced with the dilemma
of sticking by the argument which Mr. Justice Lamar had contrived in the liquor case or of allowing a monopoly to
escape. The choice was a hard one, but dialectic prevailed. At the very first resort to the courts, an irrelevant
legalism obscured the question of public policy which was the heart of the matter. To cite a single later instance,
the government had no difficulty in the Cement Case in showing that prices were practically uniform the country
over. It was easy to demonstrate that when the price went up in one place it went up in others; and that when it
went down in one place, it went down in others. The facts invited competing explanations. The prosecution argued
that the very uniformity of price indicated a combination. There is little doubt that economists generally would
agree with this contention. But the cement people argued, and cited chapter and verse from textbooks on economics
to prove it, that the very uniformity of prices attested frictionless operation of competition.
The net result of it all is to present a paradox. We are employing the Sherman Anti-Trust Act and the com¬
petitive theory to control business which has taken a form which no one responsible for the anti-trust policy could
ever have anticipated. The government has won its victories; it has won far more cases than it has lost. A law
journal recently recapitulated the cases in which the government tried to break up the anthracite coal monopoly.
The government lost the first case and won all the others. The comment ends with this statement, “The govern¬
ment won all for which it contested; the business was left untouched.”
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51. What is the writer’s principal purpose in thg
above passage?
1) To explain the provisions of the Sherman
Anti-Trust Act.
2) To show why the Sherman Anti-Trust Act is
unconstitutional.
3) To illustrate how legal technicalities some¬
times influence important court decisions.
4) To explain the distinction between manufac¬
turing and interstate commerce.
52. Which of the following best describes the writer’s





53. On what did Knight and associated companies
base their defense?
1) On the fact that they did not have a mo¬
nopoly.
2) On the assumption that the case did not be¬
long to the jurisdiction of the Supreme Court.
3) On the fact that the law applied only to small
independent companies.
4) On the distinction set forth in the whiskey
decision.
54. In the second paragraph, the writer states that
"dialectic prevailed.” What does he mean by
this?
1) Justice triumphed, and the Sugar Trust was
dissolved!
2) Words, not facts, won out!
3) Justice was defeated!
4) Hypocrisy succeeded!
55. What does the writer expect us to infer from the
last paragraph?
1) The government won its legal cases, but it
didn’t accomplish the desired results.
2) The government was very successful in its
efforts to eliminate trusts.
3) The Supreme Court is the puppet of large in¬
dustrial firms.
4) The Supreme Court is violently opposed to
large industrial enterprises.
56. With which of the following Presidents is the
“anti-trust” policy of our government most
closely identified?
1) Theodore Roosevelt.
2) Franklin D. Roosevelt.
3) Warren G. Harding.
4) Woodrow Wilson.
57. How does the writer regard Justice Lamar’s de¬
cision in the liquor case?
1) As a correct interpretation of the law.
2) As a deliberate misuse of the power of office.
3) As based on a highly questionable distinction.
4) As a forward step in juristic progress.
58. What was the purpose of the Sherman Anti-Trust
Act?
1) To eliminate monopolies.
2) To increase the power of the Supreme Court.
3) To secure higher wages for labor.
4) To fix prices of manufactured products.
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Writer I
“The present administration is convinced that some type of international cooperation is imperative. The
establishment of a universal currency, reciprocal credit, and free trade have constantly been advocated by our
President. International cooperation in the political sense has always been transitory in history—peace pacts have
been broken, the League of Nations scorned, and treaties abrogated. We have been criticized for maintaining an
‘ostrich-like’ international attitude, but we read our history differently than those who advocate the ‘Brotherhood
of Nations.’ To us, permanent gains can come only through the efforts of individual nations. A certain degree of
cooperation will, of course, always be present among certain nations, but when such ‘cooperation’ is coerced it
cannot be permanent.’’
Writer II
“One of our greatest mistakes was our failure to establish leadership in the League of Nations. World War II
might 3vell have been avoided if short-sighted Senators had not thrown away our chance to exercise a world
hegemony. Today when all the world looks to us for leadership, we cannot afford to ignore our responsibilities.”
Writer III
“The cultures and political ideas of the various countries of the world are so diversified that it seems academic
to consider seriously the possibility of a World Committee to plan for the unification of political ideas. Yet among
these important countries there are common elements and common participations, particularly economic, which
are world-wide in structure. Political ideas are national in character, but the economic structure is universal. To
impose upon the various nations of the world a common political ideology would be disastrous, yet it would be
equally disastrous to ignore the existing interrelationships of the world economic structure.”
Writer IV
“Today, we stand on the threshold of a new era in the history of political ideas. The intense nationalism that
has rocked the world with war for centuries must be harnessed to a new idea. Man is capable of evolving new
ideas of political responsibility, as evidenced by our progress from the family to the tribe to the state and to the
empire, each time encompassing larger and larger societal units. If we have learned from history, we will never
again put complete trust in nationalism, in imperialism, and the economic strait jacket that these ideas sew about
us. Before we enter this new era, we must first of all discard imperialism as a political idea, retain only that part
of nationalism which is necessary for optimum cultural development, and perfect new ideas for the control of our
first United States of the World.”
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59. Which of these writers is likely to be most opposed





60. Which of the following writers would be in favor
of a world committee whose duties would be
primarily political in character?
1) Writers II and III.
2) Writers I and IV.
3) Writers II and IV.
4) Writers I and III.
61. What is imperialism?
1) The theory that kings are bom to rule the
common people.
2) The practice of securing control over regions
outside a nation’s boundaries.
3) The settling of international disputes by neu¬
tral bodies.
4) The practice of several countries wilfully unit¬
ing to form an empire.
62. What was the relation of the United States to the
League of Nations?
1) The United States first rejected the League,
and later became a member.
2) The United States became a member of the
League and then withdrew.
3) The United States had nothing to do with the
League in any way.
4) The United States never joined the League,
but did co-operate with it.
63. In connection with what event was the League of
Nations formed?
1) The Hague Peace Conference.
2) The peace settlement following the Russo-
Japanese War.
3) A meeting of representatives from various na¬
tions to end the 1930-35 depression.
4) The peace settlement at the end of the first
World War.
♦
64. Which of the. following have been most imperial¬
istic in nature?
1) South American countries.
2) The United States.
3) African countries.
4) European countries.
65. To which President doesWriter 1 probably refer?
1) Theodore Roosevelt.
2) Woodrow Wilson.
3) William Howard Taft.
4) Franklin D. Roosevelt.








It is common knowledge that, unless the rate of exploitation is diminished, the timber resources of the Pacific
Northwest will be exhausted within a few years. One means of slowing down such cuttings would be to lower
the tariff on foreign lumber, as was done in the Canadian agreement. The same method could be utilized to pre¬
vent too rapid exhaustion of domestic oil resources and the overgrazing of land by sheep. In a regimented economy,
the government might approach the conservation problem by fixing quotas of output; in a free economy this end
can be achieved more simply through the tariff mechanism, although this mechanism would probably have to be
supplemented by positive internal measures.
It is as consumers that Americans suffer from excessive protectionism. Despite recent wage increases for certain
types of privileged workers, the cost of living remains a serious problem which is not likely to be solved without
a change in our tariff policy. Several years ago, a Foreign Policy Association study calculated that the duty on
products covering only 15 per cent of our imports cost the consumer half a billion dollars a year. A high tariff is as
much a tax on consumption as a sales tax. Public opinion has become aroused over sales taxes which amount to
about 2 or 3 per cent; when it realizes that a tariff has the same effect, it may become even more aroused, for some
of our tariff duties amount to as much as several hundred per cent.
67. How would our lumber resources be affected by a
high protective tariff on lumber?
1) Our lumber resources would be increased be¬
cause less timber will be cut.
2) Such a policy would have no immediate effect
on our lumber resources.
3) Our lumber resources would be reduced more
rapidly.
4) It is impossible to tell how such a policy would
affect the lumber resources.
68. What principle is illustrated in the first para¬
graph?
1) Low tariffs are beneficial to producers of agri¬
cultural and forest products.
2) Consumers profit most from low tariffs.
3) Manufacturers profit most from high tariffs.
4) High protective tariffs encourage depletion of
natural resources within a country.
69. Which of the following was probably most in
favor of the original protective tariff on lumber?
1) The paper industry.
2) The American Federation of Labor.
3) Building contractors.
4) The lumber industry.
70. Who benefits from “excessive protectionism”?
1) The average citizen.
2) Manufacturing concerns.
3) Organized labor.
4) Large export firms.
71.What was the tariff policy of the F. D. Roose¬
velt administration during the period preceding
World War II?
1) To lower or eliminate certain tariffs, provided
other nations did the same.
2) To eliminate tariffs, provided other nations
paid their war debts.
3) To encourage free trade among all nations.
4) To increase tariffs for the purpose of keeping
out foreign goods.
72. Which of the following political parties has prob¬
ably received the support of lumber companies
during the past thirty years?
1) The Republican party.
2) The Democratic party.
3) The political party securing the support of
American labor.
4) First one party and then the other, depending
upon who was in power.
73. What does the writer imply in the last para¬
graph?
1) Consumers do not really understand how
tariffs affect them.
2) Tariffs are an important source of revenue.
3) Sales taxes are less satisfactory than tariffs
as a source of revenue.
4) Tariffs prevent general wage increases.
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COOPERATIVE GENERAL ACHIEVEMENT TESTS
All Forms
PERCENTILE RANKS FOR HIGH SCHOOL STUDENTS








Scaled 9 10 11 12 Scaled 9 10 11 12 Scaled 9 10 11 12
Score Score Score
78 99 78 99 78 99
76 98 76 99 98 76 98
74 99 97 74 98 97 74 99 97
72 98 96 72 99 97 96 72 98 95
70 97 94 70 98 96 94 70 97 93
68 99 96 92 68 97 94 91 68 99 96 91
66 98 94 87 66 95 91 87 66 98 94 89
64 99 97 92 80 64 99 94 88 83 64 97 91 86
62 98 96 88 77 62 98 90 84 80 62 99 95 88 83
60 97 94 85 73 60 96 87 80 75 60 98 91 84 80
58 96 90 80 70 58 94 83 75 70 58 95 87 80 76
56 95 87 75 63 56 91 77 68 62 56 91 82 76 71
54 93 83 67 50 54 86 70 61 55 54 86 77 70 65
52 88 77 59 41 52 80 61 52 45 52 78 70 63 58
50 82 67 50 32 50 72 51 41 34 50 67 61 55 50
48 74 58 41 23 48 61 42 32 27 48 54 49 43 40
46 67 49 32 18 46 51 32 23 19 46 39 36 33 30
44 55 39 23 12 44 39 23 17 13 44 29 27 25 22
42 46 31 17 8 42 30 • 17 11 8 42 22 21 19 17
40 37 22 12 5 40 21 12 7 6 40 17 16 14 13
38 27 16 9 4 38 15 7 5 5 38 13 12 10 9
36 20 11 5 2 36 11 5 3 3 36
34 13 7 3 1 34 6 3 2 2 34
32 8' 5 2 32 5 2 1 1 32
30 5 3 1 30 4 1 30
28 3 2 28 3 28
26 2 1 26 2 26
24 24 1 24
Mean 42.9 46.2 50.0 54.0 45.9 49.8 51.6 53.0 47.5 48.1 48.8 49.9
Standard
Deviation 7.9 8.2 9.0 9.9 7.5 8.4 9.2 9.8 7.0 8.4 9.6 10.6
No. Schools 40 40 40 40 40 40 40 40 40 40 40 40
No. Students 4300 4500 3300 3900 4300. 4500 3300 3900 4300 4500 3300 3900
The percentile values in the tables are those closest to the actual Scaled Scores listed. Interpolation may be used to obtain the
closest percentiles for odd-numbered Scaled Scores.
(See reverse side for percentile ranks for entering college freshmen)
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COOPERATIVE GENERAL ACHIEVEMENT TESTS
All Forms
PERCENTILE RANKS FOR COLLEGE FRESHMEN
Entering Liberal Arts Colleges
•I
*-4 W Q n 1
Scaled Score ISocial Studies HNatura Scienct 1s Scaled Score ISocial Studies IINatura Science sa
84 99 57 47 49 46
83 99 99 56 44 43 42
82 99 99 55 40 36 38
81 99 99 99 54 36 29 35
80 99 99 99 53 32 24 31
75) 98 99 9& 52 28 19 27
78 97 99 98 51 25 14 23
77 96 98 97 50 21 11 19
76 95 98 96 49 18 8 15
75 94 97 95 48 15 6 11
74 92 96 94 47 13 5 9
73 90 95 93 46 11 4 7
72 89 93 92 45 9 3 5
71 86 92 90 44 7 2 4
70 84 91 87 43 6 2 4
69 81 89 84 42 5 1 3
68 78 87 82 41 4 1 2
67 76 85 80 40 3 1 2
66 73 83 77 39 3 1
65 70 80 74 38 2 1
64 67 77 71 37 2 1
63 65 73 68 36 1 1
62 62 70 65 35 1
61 59 66 61 34 1
60 56 62 57 33 1
59 53 58 53 32 1




Mean 58.65 58.55 58.67
Standard
Deviation 10.60 8.00 9.55
No. Students 6296 5786 6105
No. Schools 34 32 37
Percentile values are given for each Scaled Score. For repeated values in the percentile
columns, the underlined figures are those nearest the exact percentile point.
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